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Abstract 
This qualitative study explores parent-teacher relations in public secondary schools in 
Pakistan in order to understand the interaction and communication between parents 
DQG WHDFKHUV 7KH VWXG\ LV JXLGHG E\ %RXUGLHX¶V FRQFHSWXDO DQG DQDO\WLFDO WRROV RI
capital, habitus and field and uses these to disentangle the underlying structures and 
practices of parents and teachers. The thesis argues that the relations and practices of 
parents and teachers are not inert entities; rather they are dynamic and 
multidimensional in character. In this, class and culture, power and structures are 
significant, as are the dynamics of reproduction and stratification.  
Chapters Five through Eight draw heavily on empirical data from parents and teachers 
WR H[SORUH WKH G\QDPLFV RI WHDFKHUV¶ FRPPXQLFDWion with parents. The thesis 
GHPRQVWUDWHV WKDW WHDFKHUV¶ FRPPXQLFDWLRQ ZLWK SDUHQWV LV LQGLYLGXDOO\ DQG
FROOHFWLYHO\ XQGHUSLQQHG E\ WKH WHDFKHUV¶ KDELWXV DQG WKH ILHOG LQIOXHQFH RI the 
schools. The thesis argues that the underlying influences and structures of the 
WHDFKHUV¶KDELWXVDQGWKHVFKRROVOHDGPRVWWHDFKHUVWRSRUWUD\SDUHQWVDVXQLQWHUHVWHG
in school visits and present them as homogenised. However, there are variations in the 
way teachers share their experiences. The pattern that emerges suggests that generally 
schools do not have formalised and institutionalised procedures for contact with 
SDUHQWV +RZHYHU WHDFKHUV¶ FRPPXQLFDWLRQ ZLWK SDUHQWV HPHUJHV DV D FRPSOH[
dynamic and patterned process, which is not only engrained in specific situations but 
is also underpinned by the power and class dynamics of the stakeholders.  
7KHSDUHQWV¶GDWDVKRZWKHPWREHGHHSO\DWWXQHGWRWKHLUFKLOGUHQ¶VZRUOG WKURXJK
ZKLFK WKH\ GHPRQVWUDWH WKDW WKH\ DUH QRW µKDUG WR UHDFK¶ 5DWKHU WKH VFKRROV
themselves are hard to access. The thesis illustrates the variety and richness of the 
SDUHQWV¶ OLYHVE\H[DPLQLQJWKHLQWHUSOD\EHWZHHQWKHLUKDELWXVDQGILHOG7KHWKHVLV
demonstrates that whilst parents differ individually in terms of their habitus, the role 
of culture and field implicitly determine and collectively shape and inform parental 
practices and the realities around them. The interplay between parental habitus and 
the dynamics of the field provides a structuring structure that shapes and in some 
ways redefines parental habitus.  
The thesis also demonstrates that the interplay between parental habitus and capital, 
field and class provide a deep, rich and complex structure of thought and practices of 
parents. This interplay results in a paradox for most parents, as on the one hand, they 
see no bounds in harnessing their ideals and potentials but on the other hand, they do 
not possess the right amount and quality of structures to be able to realise these ideals. 
Finally, the thesis considers the implications and limitations of the study and offers 
recommendations designed specifically for teachers, parents and policy makers. The 
discussion focuses on the originality of the research and on the justification of the 
contribution to knowledge, which is followed by reflections on the research 
experience and suggestions for further research. 
 
Keywords: parent-teacher relations; interaction; communication; cultural capital; 
social capital; habitus; field; gender; power dynamics; barriers  
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Chapter One ² Introduction 
This introductory chapter begins with an introduction to the research context. 
Following this, I provide a discussion of my personal and professional trajectory that 
aims to situate and justify my role and position as an µLQVLGHU¶ DQGDV D UHVHDUFKHU
Thereafter the chapter considers the significance of the study, highlighting it as one of 
the first and important empirical research works attempted at such a level and detail in 
the context of Pakistan. Following this, research questions are introduced that are 
stated with the subsidiary research questions. An introduction of the theoretical 
framework then follows, which uses the conceptual and analytical tools of capital, 
habitus and field to interpret and understand the practices of parents and teachers. The 
chapter then introduces the methodological orientation of the study, which uses 
qualitative case study design and a number of qualitative research tools for data 
gathering. In the final part, the organisation of the thesis is discussed which is 
followed by chapter summary. 
1.1 Research context 
Pakistan has a unique status in South Asia and internationally. The region it represents 
has been at the crossroads of history, culture, trade, commerce, politics and conflicts. 
Thus, given the current national and international geo-political context and debate, 
Pakistan has been the focus of attention, both regionally and internationally. Given 
these dynamics, it is more important than ever to know and understand the culture and 
traGLWLRQVWKDWVWUXFWXUHDQGUHJXODWHLWVSHRSOH¶VEHKDYLRXUVDQGSUDFWLFHVZKLFKQRW
RQO\ KDYH LPSOLFDWLRQV IRU WKH FRXQWU\¶V SURJUHVV DQG GHYHORSPHQW EXW DOVR KDYH
political ramifications at both national and international level.  
From the perspectives of education and sociology of education, it is of utmost 
importance in the context of Pakistan that we begin to explore and understand the 
LQWHUSOD\EHWZHHQSHRSOH¶VSHUFHSWLRQVDQGH[SHULHQFHVRIWKHLUYDULRXVVSKHUHVRIOLIH
DQG WKH FKLOGUHQ¶V UROH LQ LW This will help to explicate how the practices of the 
various stakeholders are played out, structured and mediated through the dynamics of 
education, which is underpinned by social and cultural traditions and related 
constructs. The knowledge thus acquired may be helpful in charting the various 
dispositional, personal, and collective trajectories of the stakeholders-such as parents 
and teachers-in the respective social and institutional spaces of home and school. This 
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may also be of help in developing policies and structuring practices that aim to bring 
parents and teachers, and home and school closer to one another, in order to work in 
harmony for the success of the common good (i.e. children and their future). This may 
have far-reaching implications for the future of Pakistan.  
Administratively and politically, Pakistan is a federation of four provinces, which are 
Balochistan, Khyber Pakhtunkhwa (formerly NWFP), Punjab and Sindh. In addition, 
there are other administrative units, which include Islamabad Capital Territory, 
FATAs, Azad Jammu and Kashmir, and Gilgit-Baltistan (see Map 1.1).1 Pakistan has 
a total area of 796,095 sq.km and shares borders with India, China, Afghanistan and 
Iran, with the Arabian Sea to the south of the country (GoP, online at 
http://www.pakistan.gov.pk).  
 
Map 1.1 Map of Pakistan (administrative and political) 
                                                 
1
 Source: http://wikitravel.org/upload/shared//thumb/2/2f/Map_of_Pakistan.png/350px-Map_of_Pakistan.png 
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It is also important to have some understanding of the population density in Pakistan, 
DVLWKDVLPSOLFDWLRQVIRUYDULRXVDVSHFWVRISHRSOH¶VOLYHV6LQFHDWOHDVWWKHODVWIour 
decades, Pakistan has seen a sharp increase in its population (see Map 1.2).2  
 
Map 1.2 Population density of Pakistan 
Pakistan is now the sixth most populous country in the world, with China, India, 
United States, Indonesia and Brazil occupying the top five slots respectively. 
According to some recent estimates, the population of Pakistan is 177,276,594 (July 
2010 est.) (CIA, online).3 Some of the major cities, including Peshawar, have a 
population density of over 1,000 persons per sq. km. Moreover, according to 
                                                 
2
 Source: http://en.wikipedia.org/wiki/File:Pakistan_population_density.png 
3
 Source: https://www.cia.gov/library/publications/the-world-factbook/geos/pk.html 
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population statistics of 1998 of the GoP, the urban and rural population density was 
32.5% and 67.5% respectively (GoP, online).4 
A look at the religious categorisation is also important. According to the 1998 census 
of the GoP,5 whilst the majority of population of Pakistan is Muslims (96.28%), 
Christians (1.59%), Hindus (1.60%), Qaidianis (Ahmadi 0.22%) and Sikhs, Parsis, 
%XGGKLVWV-HZV%DKD¶LV$QLPLVWVPDLQO\WKH.DODVKDRI&KLWUDO and Other (0.32%) 
formed around 3% of the total population. Pakistan is a multicultural, multilingual and 
multiethnic nation, where more than sixty languages are spoken. The ethnic makeup 
of the population is Punjabi 44.68%, Pashtun (Pathan) 15.42%, Sindhi 14.1%, Sariaki 
8.38%, Muhajirs 7.57%, Balochi 3.57%, Other 6.28% (see Map 1.3).6  
 
Map 1.3 Ethnic groups in Pakistan 
                                                 
4
 Source: http://www.statpak.gov.pk/depts/pco/statistics/area_pop/area_pop.html 
5
 Source: http://www.statpak.gov.pk/depts/pco/statistics/other_tables/pop_by_religion.pdf 
6
 Source: http://upload.wikimedia.org/wikipedia/commons/4/42/Pakistan_ethnic_1973.jpg 
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In terms of education provision in Pakistan, a number of education systems run 
parallel to one another. At one end of the spectrum are the elite (English-medium) 
private fee-charging schools, designed and run on the contemporary Western 
education model, offering an O and A level curriculum, which are followed by a 
varying range of private (English-medium) fee-charging schools and other non-profit 
private schools (run by NGOs etc). Towards the other end of the spectrum±at the 
lower rung of the education ladder±are the State or public (Urdu-medium) schools, 
which offer education to the masses, which include mostly working-class and poor 
parents. There is a further stream of non-profit charitable institutions, called madaris 
or madrasas, which provide religious and some contemporary education to children 
and adults of various class backgrounds, but their share in the education provision is 
around 1% to 2.6% (Andrabi et al. 2006; Cockcroft et al. 2009; McClure 2009). 
According to the Federal Bureau of Statistics of the GoP,7 the current total literacy 
rates in Pakistan stand at 55%, further details below in Fig. 1.4.8 
 
Figure 1.1 Literacy rates in Pakistan 
                                                 
7Source:  http://www.statpak.gov.pk/depts/fbs/statistics/pslm2006_07/report_pslm06_07.pdf 
8Source: Pakistan Social and Living Standard Measurement (PSLM) Survey 2006-07  
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Since the focus of the present research study is on public schools in Pakistan, I will 
explain the structure of the formal education system before moving on to provide 
some related statistics about the educational trends and will later focus on the 
dynamics of the educational scene in Peshawar. 
The public school system in Pakistan consists of five stages: pre-primary, primary, 
middle, high, and higher secondary (Shah 2003:3-4).  
Pre-primary (or ECE) education is offered in the existing primary schools to children 
in the age range of 3-5 years. The class or grade that these students attend is called as 
Kachi (colloquial IRU µEHJLQQHUV¶ 7KH Kachi is now a formal class in primary 
schools.  
Primary school education consists of five grades or classes from I-V, which is for 
children aged 5-9 years. Whilst primary schooling in Pakistan is mandatory for all 
children, there are still huge disparities in terms of children out-of-school and the ones 
that drop out through the first five grades.  
Middle school education is of three years duration and consists of classes VI-VII. This 
stage is for children aged 10-12 years. There is some variation in the way middle 
grades are adjusted in primary and high schools. For many primary schools, it may be 
normal to have middle classes. Similarly, it may be normal for many secondary 
schools to have accommodated middle grades. 
Secondary or high school education is of two years duration, offering education in 
two classes i.e. IX and X. This stage is for children aged 13-14 years, but older 
children may also be attending these classes. Towards the end of the X class, 
throughout the country, Boards of Intermediate and Secondary Education (BISE) 
conduct examinations for a qualification of Secondary School Certificate (SSC), 
ZKLFK LV DOVR FDOOHG µ0DWULF¶ 6HFRQGDU\ HGXFDWLRQ LV D VWage where not only 
vocational education may be provided, but also it may be a terminal stage for many 
children who may then move into various professions, either skilled or unskilled.  
The final stage of schooling is the higher secondary stage. Also known as the 
µ,QWHUPHGLDWH OHYHO¶ WKLV VWDJH LV DOVR FRQVLGHUHG DV SDUW RI WKH FROOHJH HGXFDWLRQ
which consists of classes XI to XII. Most of the secondary schools were to be 
upgraded to include intermediate classes. However, this had limited success. Students 
at the intermediate level can opt to study general education (Arts and Humanities), 
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professional education (Sciences, commonly known as pre-medical/pre-engineering) 
and other technical and vocational education. The BISE conducts the examination for 
a qualification leading to a Higher Secondary School Certificate (HSSC), which is 
also called an F.Sc. The students can then move on to study at various colleges and 
XQLYHUVLWLHVIRUKLJKHUTXDOLILFDWLRQVVXFKDV%DFKHORU¶VDQG0DVWHU¶VGHJUHHV 
Table 1.1 provides educational statistics of public and private schools in Pakistan, 
beginning with pre-primary up to the higher secondary. As can be seen from the table, 
at the primary school level, public sector by far is the major provider of education.  
Table 1.1 Pakistan education statistics: summary 2004-05 
Institutions Type Institutions Enrolment by Stage Teachers 
Boys Girls Mixed Total Boys Girls Total Male Female Total 
Pre- 
Primary 
Public -  -  -  -  2,185,321  1,860,754  4,046,075  -  -  -  
Other 
Public -  -  -  -  16,759  12,424  29,183  -  -  -  
Private -  -  -  -  -  -  -  -  -  -  
Total -  -  -  -  2,202,080  1,873,178  4,075,258  -  -  -  
Primary 
Public* 74,081 43,811 17,435  135,173  6,263,943  4,428,532  10,692,475  215,389  125,747  341,136  
Other 
Public 113  104  3,265  3,482  228,388  159,048  387,436  6,914  7,006  13,920  
Private 315  592  15,155  18,502  3,547,110  2,630,927  6,178,037  21,321  73,758  95,080  
Total 74,509  44,507  35,855  157,157  10,039,441  7,218,507  17,257,948  243,624  206,511  450,136  
Middle 
Public 7,140  6,857  565  14,609  1,955,605  1,250,952  3,206,557  58,425  52,838  111,263  
Other 
Public 20  20  20  60  42,639  30,226  72,865  773  1,415  2,188  
Private 283  126  15,340  15,749  689,607  581,444  1,271,051  36,011  97,204  133,215  
Total 7,443  7,003  15,925  30,418  2,687,851  1,862,622  4,550,473  95,209  151,457  246,666  
High 
Public 5,951  2,736  254  8,995  855,339  530,255  1,385,594  108,529  52,763  161,292  
Other 
Public 38  48  38  124  24,223  19,205  43,428  975  1,375  2,350  
Private 461  240  6,769  7,471  244,158  206,842  450,999  34,003  84,468  118,471  
Total 6,450  3,024  7,061  16,590  1,123,720  756,302  1,880,021  143,507  138,606  282,113  
Higher. 
Sec/ 
Inter 
Colleges 
(XI-XII) 
Public 550  392  36  1,023  82,516  78,201  160,717  16,263  10,316  26,579  
Other 
Public 5  4  25  34  11,354  9,786  21,140  405  251  656  
Private 103  92  353  547  50,033  36,704  86,738  9,157  8,271  17,428  
Source: AEPM, GoP9 
Following on from the above, student dropout from the public schools has been one of 
the major issues facing the education system in Pakistan, which has been attributed to 
a number of reasons, such as poverty, illiteracy and unemployment. At the end of 
primary schooling, i.e. class 5, more than 50% of students drop out of schools. This 
trend continues in the middle and secondary schools. Towards the end of the 
                                                 
9
 Source: http://www.aepam.edu.pk/summary%2004-05.htm 
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secondary stage, only 27% of students remain to graduate (see Table 1.2). The 
situation is also discouraging for girls, as Table 1.3 documents.  
Table 1.2 Total enrolment (boys and girls) by year and class (public schools)-2003 
 
1995-96 1996-97 1997-98 1998-99 1999-00 2000-01 2001-02 2002-03 2003-04 
Class 1 2,785,199* (100%) 2,879,698* 2,410,512 2,486,371 2,678,433 2,765,058 2,687,703 2,833,726 2,765,496 
Class 2 1,981,984 2,008,955 1,981,792 1,791,741 1,927,099 2,050,364 2,163,886 2,172,693 2,119,625 
Class 3 1,780,282 1,799,494 1,768,561 1,553,514 167,894 1,723,011 1,829,369 1,889,439 1,950,152 
Class 4 1,618,586 1,636,772 1,616,275 1,357,686 1,527,325 1,521,503 1,587,541 1,620,725 1,765,947 
Class 5 1,415,192 1,443,612 1,424,860 1,153,502 1,310,117 1,339,103 1,350,576 1,389,036 1,534,357 
Class 6 1,172,684 1,217,582 1,197,493 1,199,759 1,156,240 1,052,388 1,066,527 1,097,875 1,162,212 
Class 7 969,626 988,421 991,331 1,014,172 1,013,035 939,827 931,765 945,328 1,007,045 
Class 8 857,284 854,646 844,754 866,334 904,663 855,402 865,630 869,771 908,960 
Class 9 692,247 720,895 711,363 719,444 752,911 714,402 708,908 706,384 753,891 (27%) 
Class 10 517,100 538,682 554,336 576,665 558,196 535,539 534,523 535,249 586,789 
Source: AEPM, GoP10 
Table 1.3 Enrolment of Girl Students by Year and Class (public schools) - 2003 
 
1995-96 1996-97 1997-98 1998-99 1999-00 2000-01 2001-02 2002-03 2003-04 
Class 1 1,139,669* (100%) 1,228,088* 955,032 850,810 956,592 1,041,210 1,061,290 1,144,931 1,121,631 
Class 2 736,368 768,405 770,242 637,062 723,908 764,583 845,986 861,221 840,362 
Class 3 655,087 678,168 681,456 548,090 633,329 662,286 715,102 743,819 773,023 
Class 4 582,562 606,760 606,852 475,946 573,898 583,064 624,842 634,800 692,474 
Class 5 488,321 518,989 523,228 395,397 485,538 503,654 519,810 537,858 586,492 
Class 6 389,544 413,290 416,843 425,611 416,068 482,290 400,581 415,555 439,700 
Class 7 316,374 334,514 340,338 353,234 363,088 422,033 349,441 353,970 386,320 
Class 8 269,934 285,692 289,957 302,801 320,841 384,173 318,151 321,966 345,084 
Class 9 210,868 228,175 239,083 249,415 256,296 302,344 281,229 285,685 272,846 (23.9%) 
Class 10 157,499 168,808 180,713 190,570 194,074 228,660 211,429 212,580 226,346 
Source: AEPM, GoP11 
The present qualitative study was conducted in Peshawar, which is the provincial 
capital of the Khyber Pakhtunkhwa (see Map 1.4).12 As can be seen from the map 
below, Peshawar is not only the provincial capital of the province, but has also been at 
the centre of the province. Historically, the city has been at the centre of trade, 
commerce and politics between Afghanistan, Central Asian States and the rest of the 
Subcontinent, through the historic Khyber Pass and Grand Trunk (GT) Road.  
                                                 
10
 Source: http://www.aepam.edu.pk/survivalrate.htm 
11
 Source: http://www.aepam.edu.pk/survivalrate.htm 
12
 Source: http://upload.wikimedia.org/wikipedia/commons/f/f5/Map_showing_NWFP_and_FATA.png 
  9 
 
Map 1.4 Map of Khyber Pakhtunkhwa 
The aims of this study were to explore and document parent-teacher relations in two 
contrasting but mutually reciprocating urban and rural contexts with a specific focus 
RQVHFRQGDU\VFKRROV7KHVWXG\ZDVFRQGXFWHGLQIRXUVFKRROVLQWZRER\V¶DQGWZR
JLUOV¶ ZLWKRQH HDFK IURPXUEDQDQG UXUDO DUHDVRI3HVKDZDU The research context 
mainly underpins Pashtun culture, of which I am also a member, which proved of 
LPPHQVH KHOS DV DQ µLQVLGHU¶ DV ZHOO DV EHFDXVH RI KDYLQJ µD IHHO IRU WKH JDPH¶
(Bourdieu 1998:80). This meant that I needed to play by the rules, not only given the 
cultural intricacies, but also and more importantly by doing my utmost to maintain my 
integrity as a researcher to be as ethical, objective and reflexive as possible. Having 
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this in mind, I now move on to present my personal and professional background in 
more detail.  
1.2 My personal and professional trajectory  
In writing about my personal and professional background, I see a number of 
overlapping influences in my life that can broadly be classified at least into three 
stages, schooling and education related experiences, secondary school-teaching 
experience that spans around eight years and a move into academia, as a lecturer in a 
teacher-training institute at the University of Peshawar. All these overlapping and 
mutually reciprocating trajectories seem to have a strong bearing on the nature and 
selection of the research topic and on the manner I conducted the various stages of the 
study and the processes therein. To chart these influences and stages, I need to take 
the reader back in time to my childhood.  
Being born and raised in Peshawar to a self-made teacher-educator, my socialisation 
had exposed me to a number of parallel and competing influences. As a result, not 
only could I understand a number of different languages and dialects, and became 
multilingual, but also in the process I was thoroughly grounded in an eclectic mix of 
cultures and sub-cultures that had a profound influence on my own habitus and life 
trajectory. In many ways, I would see myself as privileged as my primary and 
secondary education was GRQH LQ µ(QJOLVK¶ PHGLXP VFKRROV WKDW ZHUH VHPL-private 
and considerably different from public (government) schools. Nevertheless, due to 
similarities in teacher habitus and of cultural and field structures and practices, my 
schools (especially the secondary one) did mirror many of the aspects of public 
schools that included corporal punishment, strict and stern teacher behaviour, 
LPPHQVHFRQWURORIFKLOGUHQ¶VDFWLRQVDQGWKHOLNH:KLOVWZHVWXGHQWVJUHZRXWRI
these, the resultant experiences nevertheless left lasting impressions, which in many 
ways seemed engraved in the habitus of the children, albeit differently.  
Having done a college science degree (B.Sc.), I then enrolled on a B.Ed. programme 
EHIRUH FRPSOHWLQJ P\ 0DVWHU¶V LQ (GXFDWLRQ 0(G , KDG VRPH NQRZOHGJH DQG
understanding of how, and in what manner, public schools functioned and how these 
were viewed by the society at large. However, it was only in my B.Ed. teaching 
practice that I became closely involved in learning-to-teach to be able to see the 
difference in the physical infrastructure of the school buildings and related physical 
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and material constraints, which in many ways were overwhelmed by the sheer 
overcrowded classrooms, some exceeding 150 students in number. These differences 
and constraints were equally matched by a population of students that attended these 
schools, who in most cases were considered disadvantaged and were seen as coming 
from a poor background.  
The next significant stage that steered my life trajectory into a professional arena 
came when I had just completed my M.Ed. degree. I was appointed to DXQLYHUVLW\¶V
secondary school as a trained graduate teacher, with the responsibility of teaching 
computer studies to students of Classes VII-X, having previously done a diploma in 
computer software applications. This was a significant stage as I grew in confidence 
and professional teaching competence and began to relate to my practice a number of 
theoretical and conceptual teaching and education based ideas. However, as I can 
UHFDOO LQ VRPH ZD\V , ZDV QR PRUH WKDQ D µWUDGLWLRQDO¶ WHDFKHU DV WKH LQVWLWXWLRQDO
habitus (Reay 1998a) and teacher habitus, and my own habitus, though un-phased, 
had a contagious influence on my practice and teaching, which were partly replicated 
from my childhood experience and more importantly became conditioned in the field 
of school. This is not to say that I did not like teaching, though initially it felt like a 
burden and later at many a times felt exhilarating, rewarding and became a passion, 
which underpinned an agenda for change.  
During my teaching at the school, the school held an Annual Day for parents and 
other concerned officials from the university in which students would perform skits, 
did parodies of teachers and others and held debates, which also had a separate 
component of student VSRUWV DFWLYLWLHV+RZHYHU LQ FKLOGUHQ¶V VFKRRO DQGDFDGHPLF
life, parents had rarely been involved, except in circumstances when they had 
quarrelled or something else of an extreme nature would have happened that parents 
were required to visit the school. However, the practice that the school or teachers 
take the initiative to be in frequent contact with the parents of their students was not a 
norm. In my personal experience, I had very few encounters with the parents and the 
ones that I did have were either because of parental concern about their child being 
mischievous or troublesome with a parental request to keep him under strict check 
DQGEDODQFH6RPHZRXOGHYHQJRWRVXFKOHQJWKVLQVD\LQJ³WKHIOHVKLV\RXUVDQG
WKH ERQHV DUH RXUV´ ZKLFK LV D UHIHUHQFH WR VHYHUH FRUSRUDO SXQLVKPHQW µZLWK QR
VWULQJVDWWDFKHG¶ 
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The third shift in my personal and professional trajectory happened when my 
selection as a Lecturer in Education sealed my place in academia. My initial 
experience at the postgraduate level had not been a welcome one. It was a different 
field and medium that required adaptation of my habitus. This needed time, energy, 
patience and commitment to lay claims to the stakes that I had willingly opted to 
brace. However, it was not long that I roared in confidence and energy and started to 
enjoy teaching and lecturing at the pace of my own choosing, still with an agenda for 
change and a sincerest passion for teaching. 
It was here at the university level that I began to reflect and compare more the role 
WKDW,KDGDVDµWUDGLWLRQDO¶WHDFKHUDQGDGGHGWKDWYRLFHWRWKHDJHQGDIRUFKDQJHDQG
to discuss that more with my students for our effective practice in the schools. In 
addition, I began to supervise my student teachers in their teaching practice that 
provided another dimension to my professional expertise and due to which another 
dispositional shift was in the making. These varying dispositions greatly influenced 
my professional orientations and my initial research interest centred around 
researchLQJµVWXGHQWVHOI-FRQFHSW¶DQGUHODWHGGLPHQVLRQV 
However, it was here in the UK that at the start of my PhD programme, my initial 
LQWHUHVWLQUHVHDUFKLQJµFODVVURRPLQWHUDFWLRQ¶OHGP\ZULWLQJDQGUHVHDUFKTXHVWLRQV
to take a more broader and overarching perspective and aim of the secondary 
education system in Peshawar, Pakistan, concerning patterns or modes of interaction 
between parents and teachers. Whilst exploring the patterns of relations and 
interaction between parents and teachers formed the main theme of the study, a 
number of overlapping and reciprocating aspects formed subsidiary themes of the 
study. With this in mind, I now move on to discuss the significance of the study.   
1.3 Significance of the study 
In the West, parent-teacher, home-school, home-school-community relations, parental 
involvement and other related variants have had established presence and influence, 
since at least the works of Plowden (1967) and Coleman (1966). These areas have not 
only been established as important fields of research, expertise and knowledge, but 
they have also been of tremendous influence on policy and practice. Due to the 
longstanding commitment of the researchers in this field and their contribution, 
relations between families and schools have been teased out carefully and 
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painstakingly to almost every and any dimension imaginable. The resultant 
VFKRODUVKLSKDVJUHDWO\HQKDQFHGDZDUHQHVVDQGXQGHUVWDQGLQJLQWRFKLOGUHQ¶VZRUOGV
and learning as well as thoroughly enriched the lives of both parents and teachers. 
This has resulted in greater understanding, coherence and collaboration between 
parents and teachers in VKDULQJWKHUHVSRQVLELOLWLHVRIFKLOGUHQ¶VHGXFDWLRQDVDPXWXDO
undertaking.  
The significance of research in this field of study can be established from the 
available literature that has diversified into a range of important fields. This being 
said, home-school and community relations as an umbrella and parent research focus 
has led to the development of a range of typologies. These provide a rich, diverse and 
eclectic range of conceptual and analytical frames for parental involvement in the 
FKLOGUHQ¶V DFDGHPLF DQG SHUVRQDO OLYHV, as well as chart the trajectories of parent-
teacher relations. These typologies and models include the conceptual and empirical 
works of a number of scholars (e.g. Bastiani 1983; Beveridge 2005; Bronfenbrenner 
1977, 1979, 1986; Edwards & Alldred 2000; Epstein 1995; Goode 1982; Hoover-
Dempsey & Sandler 1995, 1997; Pugh 1989; Pugh et al. 1987a, 1987b; Todd 2007; 
Tomlinson 1991; Vincent 1996a). 
In addition, one of the major contributions of immense significance has been the 
establishment of an abundant literature and research that has consistently proved the 
importance and efficacy of home-school and parent-teacher relations on various 
aspects of student outcomes, performance and related determinants. At the outset, 
these include student achievement and outcomes (Bogenschneider 1997; Booth & 
Dunn 1996; Catsambis 2001; Fan & Chen 2001; Ferguson 2008; Georgiou & Tourva 
2007; Grolnick et al. 1997; Henderson 1987; Henderson & Berla 1994; Henderson & 
Mapp 2002; Jeynes 2005, 2007; Jordan et al. 2002; Pomerantz et al. 2007; Schneider 
& Coleman 1993; Sheldon 2003; Spera 2005; Sui-Chu & Willms 1996).  
Moreover, it is also of note that the interplay of parental involvement and student 
achievement have also been looked into with the lenses of class, gender, race and 
related perspectives (Abdul-Adil & Farmer Jr. 2006; Abd-El-Fattah 2006; Griffith 
1996; Harris & Goodall 2007; Hong & Ho 2005; Hung & Marjoribanks 2005; Keith 
& Lichtman 1994; Lee et al. 2007; McNeal Jr. 1999; Räty & Kasanen 2007; Shumow 
1997). 
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The significance of parental involvement on the measures of student literacy and 
learning (Dearing et al. 2006; International Reading Association 2002; Li 2006; 
Uludag 2008; Wößmann 2005), student motivation (Anguiano 2004; Gonzalez-
DeHass et al. 2005; Pomerantz et al. 2007), and patterns of student adjustment in the 
school (Brown & Beckett 2007; Izzo et al. 1999; Ketsetzis et al. 1998; McNeal Jr. 
1999) have also been of help to practitioners and interest to researchers. In addition, 
student attendance (Sheldon & Epstein 2004; Sheldon 2007; Sheppard 2009), student 
behaviour and discipline (Brown & Beckett 2007; McNeal Jr. 1999, 2001; Sheldon & 
Epstein 2002) and student homework (Grolnick et al. 1997; Hoover-Dempsey et al. 
1995; Hoover-Dempsey et al. 2001; Li 2006; Walker et al. 2004) are the areas that 
have benefited from parental involvement and close working relations of teachers 
with parents.   
In addition to the above, research into the interplay of social class and home-school 
relations has produced significant literature that has greatly contributed to the 
discourse of equality and equal opportunities for all concerned. The interplay of class 
with the central themes of race, culture and gender, and social and cultural capital has 
greatly contributed to our understanding (Crozier 1996, 1997, 1998, 1999a, 1999b, 
2000, 2005a, 2005b; Lareau 1989, 2003; Mirza 2009; Reay 1995a, 1998a, 1998b; 
Vincent 1993, 1996a).  
However of particular importance is the fact that most researchers have shown an 
increased interest in primary school research to explicate the impact of social class 
discourse and dynamics on parent-teacher relations (e.g., Alexander et al. 1987; 
Bakker et al. 2007; Borg & Mayo 2001; Freeman 2004; Hanafin & Lynch 2002; 
Hoover-Dempsey et al. 1987; Jones 2007; Kroeger 2005; Lareau 1989; Levine-Rasky 
2009; Lewis & Foreman 2002; Lightfoot 1978; Reay 1998a, 2001b; Tizard et al. 
1981; Vincent 1996a; Weininger & Lareau 2003). The particular strength of the 
present research can be that at the secondary school level few researchers have 
ventured into these uncharted waters to explore its tides and currents from a number 
of perspectives, including social class discourse (Roberts 1980; Connell et al. 1982; 
Johnson & Ransom 1983; Crozier 1997, 1998, 1999a, 1999b, 2000, 2005a; Crozier & 
Davies 2007, Reay 2001b, 2006; Vincent 2001). 
The interplay of gender, race and ethnicity are undeniably of no less significance and 
have increasingly been used by researchers to show how the dynamics of these are 
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underplayed to dispossess, disempower and disadvantage a secWLRQ RU µFODVV¶ RI
people or parents in their various personal and social contexts (Crozier 1996, 1999b, 
2000, 2001, 2005a, 2005b, 2009; Crozier & Davies 2007; David 1993; David et al. 
1993; Lareau 1989, 2003; Lareau & Horvat 1999; Mirza 2009; Reay 1995a, 1998a, 
1998b, 2004a, 2004c, 2004e, 2004f, 2005b; Reay et al. 2007; Vincent 1993, 1996a; 
Wright & Smith 1998). In addition, scholars have also empirically established that 
social class and social and cultural capital intersect to structure and influence parent-
teacher relations in a multitude of ways for different class backgrounds (Hango 2007; 
Horvat et al. 2003; Lareau 1987; Lareau & Horvat 1999; Lareau & Shumar 1996; 
Pichler & Wallace 2009; Ream & Palardy 2008; Reay 2004b).  
In a similar vein, the relationship of power dynamics in parent-teacher relations has 
also been one of the important dimensions of home-school relations that is shown to 
have a profound influence on a number of key determinants in this area of research 
(Abrams & Gibbs 2002; Das 2007; Fine 1993; Lasky 2000; Lewis & Forman 2002; 
McGrath 2007; Ranson et al. 2004; Todd & Higgins 1998). Moreover, an important 
area of research that can have a significant impact on parent-teacher relations has 
been the area of barriers and obstacles. There can be numerous barriers to parent-
teacher relations and home-school cooperation that have been analysed through a 
number of lenses (see Adler 2004; Bastiani 1993; Bauch 1993; Bermúdez 1993; 
Crozier 1997, 1998, 1999b, 2000; Davies 1993; Desforges 2003; Finders & Lewis 
1994; Flynn 2007; Gestwicki 2003; Gonzalez-DeHass & Willems 2003; Hornby 
2000; Hoover-Dempsey & Walker 2002; Khan 1996; Lawson 2003; Lazar & Slostad 
1999; Leitch & Tangri 1988; Moles 1993; Moon & Ivins 2004; Morris & Taylor 
1998; Reay 1998a; Russell & Granville 2005; Turney & Kao 2009; US Dept. of 
Education 1997; Williams et al. 2002).  
Having established the significance of the study of parent-teacher relations in the 
international literature that has a broad scope, covering a number of overlapping 
themes, I turn to see what literature is available in the context of Pakistan regarding 
the interest of the present study. A literature review would reveal that researchers 
have shown interest in a number of issues concerning the system of education in 
Pakistan. These include student achievement studies with a particular focus on 
primary education (Iqbal & Shayer 2000; Salfi & Saeed 2007; Stewart et al. 2000) 
and comparative institutional research (Arif & Saqib 2003; Aslam 2009; Khan 2003; 
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Khan & Kiefer 2007; Khan et al. 2005). Increasingly in educational research in 
Pakistan, researchers have shown interest and have found stark disparities for girls 
and women, both in the school environments and more generally concerning the 
various aspects of their lives, in home and social contexts  (Arif et al. 1999; Aslam 
2006, 2009; Aslam & Kingdon 2008; Filmer 1999, 2000; Ismail 1996; Lloyd et al. 
2007; Mahmood 2004; Mukhtar 2006; Sathar & Lloyd 1994; Sawada & Lokshin 
2001; Shami & Hussain 2005a; Winkvist & Akhtar 2000).  
Other research in the primary school context has explored various learning and 
achievement related aspects of both boys and girls in both urban and rural contexts 
(Das et al. 2006; Fernando 1991; Glewwe & Kremer 2006; Reimers 1992; Stewart et 
al. 2000; Warwick & Reimers 1995), with others interrogating the area of school 
quality, student achievement and progression (Behrman et al. 1997; Behrman et al. 
2008; Lloyd et al. 2009). Still others have documented inequality, stratification, child 
labour and corporal punishment research and have shown their implications for 
FKLOGUHQ¶VVFKRROLQJDQGZHOOEHLQJAhmad 1970; Gautam & Arjun 2003; Khan 2003; 
Mahmood et al. 1994; Rahman 2004; Robson 2004). 
Some research that has relevance to one of the aspects of the present research has 
considered school based governance issues and that which has explored the role of 
PTAs/SMCs concerning their structure, functioning, and related comparative 
dynamics between private and public school performances (Fullan & Watson 2000; 
GoNWFP 2001; Khan et al. 1956; Khan 2003; Usmani 2003; Zafar & Khan 2001). 
However, of particular significance to my research has surprisingly been one dated 
conference report in Peshawar that had considered in considerable detail Parent-
Teacher-Community programme (Khan et al. 1956). The recommendations of this 
Conference and the problems it has identified concerning secondary education may 
appear to resonate strongly with the current school practices in Pakistan. 
However, the significance of the present research can be established from the fact that 
in the above discussion and research there seems to be a significant gap in knowledge 
concerning the way the present study has been designed to explore the various 
dimensions of parent-teacher relations, with a specific focus on secondary education. 
Exception to this has been the work of Gill Crozier, whose empirical research on 
Pakistani parents I have found to be of considerable depth and relevance. This is not 
only because of the focus but also because of its relevance and impact on secondary 
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education (Crozier 2009; Crozier & Davies 2005, 2006, 2007; Crozier et al. 2003; 
Crozier et al. 2005). There has also been some international literature that has some 
relevance to the context of Pakistan education system, which include language and 
literacy research (Huss-keeler 1997) culture, identity and diversity (Conteh & 
Kawashima 2008), social class disparities research (Siraj-Blatchford 2010), and 
educational attainment comparisons (Sunder & Uddin 2007).  
Having highlighted the significance and importance of my research and its potential 
weight both to Pakistani and international research and knowledge, my study not only 
aims to fill the gaps in the existing scholarship but will also be of immense 
significance to practitioners and policy makers. With this in mind, I now state my 
research questions. 
1.4 Research questions 
This research is guided by two key research questions, which are followed by a 
number of complementary subsidiary research questions. These are: 
Main research questions: 
x How do parents and teachers interact and communicate in public secondary 
schools in Peshawar, Pakistan? 
x How do their relations become structured and influenced in the respective 
environments of home and school? 
Subsidiary research questions:  
x Do schools and parents share harmonious or conflicting perspectives? 
x What social and cultural factors influence and affect relations between home 
and school? 
x What attitudes do teachers have towards parental involvement in school? 
x What perceptions do parents hold for educating their children in schools? 
x What problems do parents face in communicating with schools? 
x How effective is the role of PTA in schools? 
Given the nature, scope and depth of the research questions, I needed to adopt a 
theoretical stance that was helpful in effectively interpreting the social and cultural 
practices that underpinned the structure and practices of both the teachers and parents 
in the context of home-school relations in Pakistan, introduced below. 
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1.5 Theoretical framework of the study 
The theoretical framework of the study is an eclectic mix of analytical tools. Drawing 
RQ %RXUGLHX¶V FRQFHSWXDO WRROV RI FDSLWDO habitus and field, I deploy and 
operationalise these tools to help me understand the underlying dynamics of the 
practices and interactions of parents and teachers in the contexts of home and school. 
I use social and cultural capital as broader theoretical lenses to interpret how parents 
and teachers use socially and culturally embedded identities and structures to interact 
LQWKHZD\WKH\GR,UHIHUWR%RXUGLHX¶VQRWLRQRIhabitus to illustrate the underlying 
ORJLF WKDW VWUXFWXUHV SHRSOH¶V SHUFHSWLRQV SUDFWLFHV DQG LQWHUDFWLRQV LQ WKHLU RZQ
contexts as well as with one another. I draw on the concept of field to demonstrate its 
significance and relevance in the fields of home and school. Given their socio-cultural 
background, I explain the logic and practice of home and school as fields and 
illustrate how parents and teachers might appropriate their respective capitals and 
habitus to interact and communicate within their diverse field settings individually 
and reciprocally.   
Using these tools, throughout the thesis I argue that the relations and practices of 
parents and teachers are not inert entities; rather in practice, they are dynamic and 
multidimensional in character. At the heart of these are not only class and culture, 
power and structures, but also the dynamics of reproduction and stratification, stakes 
and the struggle for appropriation of stakes are important determinants of this µVRFLDO
game.¶ Therefore, the notion of social and cultural capital as broader sociological 
concepts aid in how, their interplay with and through the habitus, agents negotiate 
structures and appropriate practices within their various respective field(s) settings 
that each require a different set of logic and practice underpinned by their respective 
set of strategies. A more thorough discussion of the theoretical framework follows in 
Chapter Three.  
1.6 Methodology of the study 
The research methodology and methods that I adopted in the research underpinned 
qualitative research traditions. A social constructivist approach guided the research, as 
it required exploring an in-depth understanding of the relations between parents and 
teachers in their respective environments of home and school. A qualitative case study 
methodology was used that involved the use of various methods to generate data of 
various types. The methods used in the study were semi-structured interviews, focus 
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group discussion, documentary analysis and use of field notes and photographs 
documentation. The data gathered were analysed and interpreted through an analytical 
framework adapted from Creswell and Plano-Clarke (2007:129). The issues of 
validity and reliability arising out of the interpretation of the findings have been 
considered. The research followed the ethical guidelines of the University of 
Nottingham and BERA. Ethical issues have been discussed thoroughly in the light of 
the research and issues concerning the rights of the respondents/participants, and 
confidentiality and anonymity of their data addressed. All these topics have been 
explored in considerable detail in Chapter Four.  
1.7 Organisation of the thesis 
The structure of the thesis is in the following order. 
Chapter 1 as the introductory chapter discusses the overall design and framework of 
the research study and begins by an introduction of the research context. This is 
followed by my personal and professional trajectory, which aims to situate, clarify, 
DQGMXVWLI\P\UROHDQGSRVLWLRQDVDQµLQVLGHU¶DQGDVDUHVHDUFKHU, juggling with the 
interplay between reflexivity and subjectivity. Thereafter the chapter discusses the 
significance of the topic, with an aim to establish it as one of the first and important 
empirical research works attempted at such a level and detail in the context of 
Pakistan. This leads to introducing the main and subsidiary research questions that 
have an inbuilt qualitative veneer.  
An introduction of the theoretical framework then follows, which uses the conceptual 
and analytical tools of capital, habitus and field to interpret and understand the 
practices of parents and teachers in their own right and with one another. The chapter 
then introduces the methodological framework of the study, which has social-
constructivist philosophical underpinnings, with a qualitative case study design that 
uses a number of qualitative research tools for data gathering. Finally, organisation of 
the thesis follows, which briefly details the overarching theme and structure of each 
chapter.  
Chapter 2 presents and reviews research literature that concerns parent-teacher 
relations and related issues that impinge upon their communication and interaction in 
a number of ways. It explores and discusses literature that pertains to parent-teacher 
relations, considers typologies of parental involvement and highlights how parental 
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involvement influences student achievement and their related academic and personal 
aspects. The literature on social class in the light of parent-teacher relations has been 
considered in much detail as a number of concurrent themes underpin the discussion, 
which is of much relevance to the present study. Thereafter, the chapter considers 
literature that has used the conceptual tools of capital, habitus and field as variables to 
explore their interplay with parent-teacher relations. It also explores literature on the 
role of power dynamics between parents and teachers before moving on to explicating 
barriers in their way. By reviewing national (Pakistani) and international literature, 
my aim is not only to critically analyse the various discourses that have origins in the 
myriad and overlapping broader concerns and issues and their finer tributaries, but 
also to make a case for my argument that identifies and locates the research 
significance and gaps in knowledge. 
Although much of the focus of my research is on understanding the perspectives and 
practices of working-class/poor parents and their corresponding working-/middle-
class teachers and schools, their practices only make sense when they are understood 
against the perceived/different middle-class backdrop of social and cultural practices 
DQGUHODWHGµGRPLQDQWRWKHUV¶ZLWKLQWKHRYHUDOOVRFLDOVSDFH<HWFXOWXUHJHQGHUDQG
capital are also central to and important themes of my research that may seem to 
interweave and overlap in many different ways in the voices of parents and teachers.  
Chapter 3 focuses on the theoretical framework of the study. This chapter illustrates 
the use of capital, habitus and field as theoretical tools to help me understand the 
underlying dynamics of the practices and interactions of parents and teachers in the 
contexts of home and school. In so doing, it first discusses social and cultural capital 
as broader theoretical lenses to interpret how parents and teachers use the socially and 
culturally embedded identities and structures to interact in the way they do. It then 
PRYHVRQ WRFRQVLGHU%RXUGLHX¶VQRWLRQRIhabitus to illustrate the underlying logic 
thDWVWUXFWXUHVSHRSOH¶VSHUFHSWLRQVSUDFWLFHVDQGLQWHUDFWLRQVLQWKHLURZQFRQWH[WVDV
ZHOO DV ZLWK RQH DQRWKHU ,Q GUDZLQJ RQ %RXUGLHX¶V FRQFHSW RI field, the chapter 
demonstrates its significance and relevance in the fields of home and school. Given 
their socio-cultural background, the chapter explains the logic and practice of home 
and school as fields and illustrates how parents and teachers might appropriate their 
respective capital and habitus to interact and communicate within their diverse field 
settings individually and reciprocally.  
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The underlying argument of the chapter is that the relations and practices of parents 
and teachers are not inert entities; rather they are dynamic and multidimensional in 
character. At the heart of these are not only class and culture, power and structures, 
but also the dynamics of reproduction and stratification, stakes and the struggle for 
appropriation of stakes are central to WKHµVRFLDOJDPH¶that is enacted in the context of 
VFKRROVDQGPRUHEURDGO\LQSDUHQWV¶Vocial lives. Therefore, the notion of social and 
cultural capital as broader sociological concepts will aid in how their interplay with 
and through the habitus, agents negotiate structures and appropriate practices within 
their various respective field(s) settings that each require a different set of logic and 
practice underpinned by their respective set of strategies.  
Chapter 4 is about the research methodology and methods that aims to explore the 
PDLQUHVHDUFKTXHVWLRQVµHow do parents and teachers interact and communicate in 
public secondary schools in Peshawar, Pakistan? How do their relations become 
structured and influenced in the respective environments of home and school?¶:LWK
these research questions in mind, the chapter first discusses the philosophical 
assumptions and research paradigm that guided the study before considering 
qualitative case study design as the research enquiry. Thereafter, a discussion of the 
plan and conduct of the fieldwork follows, which details the various data gathering 
tools and procedures used for the research, which then leads into the discussion of the 
procedures and processes of data analysis. Towards the end of the chapter, the issues 
of validity and reliability in the light of the research are explored. Finally, the chapter 
considers ethical concerns pertaining to the research participants and the overall 
research practice. 
Chapter 5 is the first of two chapters on schools and teachers, and discusses the 
empirical data that explores WHDFKHUV¶FRPPXQLFDWLRQDQGUHODWLons with parents. The 
chapter discusses WKHG\QDPLFVRI WHDFKHUV¶ FRPPXQLFDWLRQZLWKSDUHQWV WKDW seems 
LQGLYLGXDOO\DQGFROOHFWLYHO\XQGHUSLQQHGE\WKHUHVSHFWLYHWHDFKHUV¶KDELWXVDQGILHOG
influence of the schools. The chapter shows that the underlying influences and 
structures of the teacher habitus and field lead most teachers to portray parents as 
uninterested in school visits and present them as homogenised. However, it also 
highlights the variations in the way different teachers share their experiences, which 
establishes the role that the habitus plays LQWKHUHVSHFWLYHWHDFKHUV¶OLYHV7KHSDWWHUQ
that emerges IURPWKHWHDFKHUV¶H[SHULHQFHVsuggests that generally the schools do not 
  22 
have formalised and institutionalised procedures for contact with parents. However, 
communication with parents emerges as a complex, dynamic and patterned process 
that is far from random, which is not only engrained in the specific situations but is 
also underpinned by power and class dynamics of the stakeholders.  
Chapter 6 extends the discussion further and H[SORUHV IRXU DVSHFWV RI WHDFKHUV¶
communication practices with parents, which involve teacherV¶ perceptions about 
power relations, parental involvement, barriers to parental visits and the role of PTA 
in school. The chapter therefore first explores various power relation structures 
between teachers and parents, with emphasis on the role of culture, habitus and field 
G\QDPLFV LQ WHDFKHUV¶ SUDFWLFHV The chapter also shows that for some teachers 
relations with some parents are marred by confrontation, squabbling, tension and 
power tussles, which involve both educated and uneducated parents.  
The chapter then SURYLGHV D GLVFXVVLRQ RI WHDFKHUV¶ SHUFHSWLRQV DQG H[SHULHQFHV RI
parental involvement and visits to school. It shows that generally for most teachers, at 
an individual and institutional level, parental involvement and visits to school is not a 
structured component of their practices in school. This also means that for some 
WHDFKHUVSDUHQWDOLQYROYHPHQWKDVDµOD\HUHG¶LQIOXHQFHWKDWRSHUDWHVIURPWKHKRPH
which influences decisions about girl students in school. In addition, the chapter also 
WKURZVOLJKWRQVRPHWHDFKHUV¶VSHFLILFLQLWLDWLYHVLQRUJDQLVLQJ co-curricular activities 
for students that lead to instances of parental involvement and benefits that the school 
accrues from such engagements.  
It also discusses WHDFKHUV¶perceptions of barriers to parental visits or participation in 
the school, which highlights the individual and collective experiences of teachers and 
the role of school culture. The chapter also considers the various aspects of school 
culture or field influence that many teachers say act as obstacles to parental 
involvement. Lastly, the chapter explores the dynamics and role of the PTA in school. 
In particular, it considers and examines policy provisions regarding the importance of 
SDUHQWV DQG WKHLU LQYROYHPHQW LQ WKH HGXFDWLRQ RI FKLOGUHQ DQG FRQVLGHUV WHDFKHUV¶
views on the structural and functional aspects of the role the PTA has in school. 
Chapter 7 as the first of two chapters on parents provides an introduction to parents, 
their background and their communication and interaction dynamics; and in so doing 
acts as a cushion and EDVH IRU FKDSWHU HLJKW IRU HIIHFWLYHO\ XQGHUVWDQGLQJ SDUHQWV¶
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perceptions of their relations with the school and teachers. The aim of this chapter is 
therefore to illustrate the variety and richness of the SDUHQWV¶ OLYHVE\H[DPLQLQJWKH
interplay between their habitus and their home and social fields that structures their 
realities and practices LQWKHLURZQXQLTXHZD\VKHDUGWKURXJKWKHLUµYRLFHV¶  
To show the uniqueness of parental perspectives and experiences the chapter 
diversifies into three themes. Firstly, it introduces and discusses the difference and 
diversity of parental habitus and their perceptions and experiences about various 
practices and demonstrates that whilst parents differ individually in terms of their 
habitus, the role of culture and field implicitly determine, shape and inform parental 
practices and the realities around them. Secondly, in the theme of the interplay 
between parental habitus and the dynamics of field structures it argues that the use 
and appropriation of capital and the field influence provides a structuring structure 
that shapes and in some ways redefines parental habitus. Lastly, the chapter discusses 
the theme of SDUHQWV¶ YLHZV RQ HGXFDWLRQ It demonstrates that the interplay of 
parental habitus and capital, field and class provide a deep, rich and complex structure 
of thought and practices of parents. This interplay results in a paradox for most 
parents, as on the one hand, they see no bounds in harnessing their potentials but on 
the other hand, they do not possess the right amount and quality of structures to be 
able to realise these ideals.   
Chapter 8 focuses on parental perception of interaction and communication with the 
teachers and school. The chapter consists of five sections. Firstly, it discusses the 
communication dynamics of parents, which focuses on the diversity and dimensions 
of parental perception and experience of communication with teachers. Secondly, it 
extends the discussion by analysing and discussing communication uncertainties, 
inhibitions or stereotypes of parents with teachers that underpinned parental habitus. 
Thirdly, the chapter considers parental perception of power relations with teachers. 
The issue of class, status, and capital that form the basis of the dynamics of parental 
perception of power relations with the teachers and school are explored. Fourthly, it 
explores parental perception of communication barriers with teachers, which analyses 
various perceptions that parents see as obstacles to their communication. These 
include, for instance, parental unawareness as a barrier, issues of time and work 
constraints and teacher attitude, authority and lack of accountability as barriers. 
Finally, the chapter explores parental perception of institutional habitus and culture 
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and its relationship with the communication dynamics of parents. In so doing, it 
focuses on the role of structural discontinuities, the dynamics of power relations and 
class, the issue of giving importance to and valuing parents and parental perception of 
WKHµILHOG¶FXOWXUHRIVFKRRO 
Chapter 9 is the final chapter of the thesis, which draws on the findings of the 
previous four chapters and provides the key conclusions to the thesis. The chapter 
presents the ways through which parents and teachers perceived and experienced their 
relations with one another and how they acted and interacted within the contexts of 
home and school. In presenting a summary of findings and conclusions, the main 
research questions and subsidiary research questions act as a guide. The chapter then 
considers implications of the study, before discussing limitations of the research 
study. It then proceeds to discuss recommendations from the study designed 
specifically for teachers and parents, and policy makers. Towards the end of the 
chapter, the discussion focuses on the originality of the research and on the 
justificatiRQ RI WKH VWXG\¶V contribution to knowledge, which is followed by 
suggestions for further research and my reflections on the research experience.  
1.8 Chapter summary 
The discussion in this chapter painted with broad brushes the nature and scope of the 
study, and highlighted some contextual details, concerning my role as the researcher 
as well as in making a pitch for a sound argument about the significance of the study 
both in the Pakistani and in international context. I also introduced the methodological 
orientation of the study that is closely interwoven with the theoretical tools of capital, 
habitus and field, which are guided by the research questions. In the next chapter, I 
begin to present a review of the relevant literature. 
  25 
Chapter Two ² Investigating the Field: Research into Parent-
Teacher Relations 
 
In this chapter, I present and review research literature that concerns parent-teacher 
relations and related issues that impinge upon their communication and interaction in 
a number of ways. Firstly, I explore and discuss literature that pertains to parent-
teacher relations and then consider typologies of parental involvement and highlight 
through literature how parental involvement influences student achievement and their 
related academic and personal aspects. Thereafter, I review national and international 
literature that has a focus on Pakistani education system and parents. The aim in so 
doing is not only to analyse critically the various discourses that have origins in the 
myriad and overlapping broader concerns and issues and their finer tributaries, but 
also to make a case for my argument to identify and locate the research significance 
and gaps. I then consider literature on social class in the light of parent-teacher 
relations in much detail as a number of concurrent themes underpin the discussion, 
which is of much relevance to the present study. Thereafter, I explore literature that 
has used capital, habitus and field as variables in the studies. I then move on to 
analyse literature on the role of power dynamics between parents and teachers before 
discussing barriers that might be in their way of successful relations.  
2.1 Home-school relations: looking at the larger picture 
This section looks at the literature on home-school and parent-teacher relations. By 
reviewing national (Pakistani) and international literature, my aim is not only to 
analyse critically the various discourses that have origins in the myriad and 
overlapping broader concerns and issues and their finer tributaries, but also to make a 
case for my argument that identifies and locates the research significance and gaps in 
the existing knowledge. To do this, I first discuss the literature on home-school 
relations and then consider various typologies and models of parental involvement, 
which is followed by a discussion of student achievement and associated outcomes 
literature. Finally, I consider Pakistani national and international literature to throw 
light on issues and debates on education in Pakistan specifically and in terms of 
parent-teacher relations generally.  
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2.1.1 Mapping the research terrain: the interplay between home-school relations 
and parental involvement 
One may argue that the relations between home and school and parents and teachers 
are as old as the institutions themselves, having had competing trajectories and based 
on the notions of parental deficit and mutual contestation. However, there was and 
there still is an implicit and explicit understanding of home and school as operating on 
µVHSDUDWHVSKHUHVRILQIOXHQFH¶(SVWHLQDQGDFRQVLGHUDWLRQRISDUHQWDOµGHILFLW¶
DQG VHHLQJ WKHP DV µKDUG WR UHDFK¶ &UR]LHU 	 'DYLHV  7KHUH is therefore no 
ZRQGHUWKDWRQHFRXOGUHDGVLJQVDVµ1R3DUHQWV%H\RQG7KLV3RLQW¶9LQFHQWD
Crozier 1998).  
However, since, at least, the influential works of James S. Coleman (1966) in the US 
and Plowden (1967) in the UK, there has been a phenomenal interest in the ways and 
means of developing and strengthening relations between parents and teachers for 
effective student learning and development. With an extensive research base at hand, 
not only have specific roles and responsibilities of both parents and teachers, at both 
home and school been clearly classified and pinned down, increasingly parents have 
been given more statutory rights and have been empowered to have a say in their 
FKLOGUHQ¶V HGXFDWLRQ <HW WKRXJK JUHDW VWULGHV KDYH EHHQ PDGH WR SURYLGH HIIHFWLYH
learning environments for children at school and at home, more than ever there has 
been much awareness of their individual needs and related issues. The situation is far 
from ideal as a number of competing and overlapping factors pertaining to gender, 
race, ethnicity, and class, culture and power interact to constrain the relations of 
teachers and parents and the learning of students within it, particularly of those of 
disadvantaged and working/poor backgrounds. By locating and discussing these 
debates, my aim is not only to contribute to the existing knowledge of home-school 
relations literature internationally, but also, in the context of Pakistan, to provide and 
develop a research base from which lessons can be learned and policy and practice 
decisions can be made.  
2.1.2 Typologies/Models of partnerships between families and school  
In this section, I discuss various typologies and models of home-school relations that 
researchers have propounded from time to time. A review of the literature in this area 
reveals that these models and typologies have been designed, developed and applied 
in the context of the developed and industrialised countries, according to the specific 
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systems of education and social and cultural contexts. However, some aspects of these 
models may have generic relevance to the systems and structures of the Pakistani 
education system. These typologies may therefore have some relevance to the way 
parents in Peshawar interact and communicate with teachers and schools and vice 
versa, which are intertwined within the complex socio-cultural framework.  
From their respective research backgrounds and interests, a number of researchers 
have suggested a range of typologies centering on parent-teacher relations and home-
school cooperation and partnership, with an aim for improving and enriching the 
learning experiences of children. These include %URQIHQEUHQQHU¶Vecological model of 
KXPDQ GHYHORSPHQW %URQIHQEUHQQHU    *RRGH¶V four models of 
home/school relations (Goode 1982; Bastiani 1983), 3XJK¶V framework for parental 
involvement (Pugh 1989; Pugh et al. 1987a, 1987b), and 6DOO\7RPOLQVRQ¶VW\SRORgy 
of home-school relations (Tomlinson 1991). Others include (SVWHLQ¶V six point 
typology of parental involvement (Epstein 1995), 9LQFHQW¶V IRXU UROHV RI SDUHQWDO
involvement (Vincent 1996a), Hoover-'HPSVH\ DQG 6DQGOHU¶V PRGHO RI SDUHQWDO
involvement (Hoover-Dempsey & Sandler 1995, 1997), Edwards and Alldred¶V 
typology of parental involvement centering on children and young people (Edwards & 
Alldred 2000), %HYHULGJH¶V HFRORJLFDO IUDPHZRUN %HYHULGJH  and 7RGG¶V
Practice-People-Context model (Todd 2007). 
One of the most widely cited, adopted and adapted empirical works, %URQIHQEUHQQHU¶V
(1977, 1979, 1986) model of human development places the child at the centre of an 
overlapping and mutually reciprocating four layered ecological framework. In 
Children, Families and School that has a specific focus on inclusive education, 
Beveridge (2005) drew on Bronfenbrenner (1977) and adapted his ecological model 
according to the theoretical and practical significance of specific learning needs of 
children and that concerning home-school relations and their aggregate impact on the 
development of children. The model thus gives centrality to the importance of the 
child in the entire framework and regards the child as an active participant in both 
home and school contexts (Beveridge 2005).  
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Figure %URQIHQEUHQQHU¶VHFRORJLFDOIUDPHZRUN 
Source: Beveridge (2005:8) 
Bronfenbrenner defines the ecology of human development as: 
«WKHVFLHQWLILFVWXG\RIWKHprogressive, mutual accommodation, throughout 
the life span, between a growing human organism and the changing 
immediate environment in which it lives, as this process is affected by 
relations obtaining within and between these immediate settings, as well as 
the larger social contexts, both formal and informal, in which the settings are 
embedded. (1977:514, italics my emphasis)  
In the µSURJUHVVLYHPXWXDODFFRPPRGDWLRQ¶the child is not only influenced by their 
interactions which they make within their µLPPHGLDWH VHWWLQJV¶ RU µODUJHU VRFLDO
contexts,¶EXWDOVRWKHVHHQYLUonments in turn are affected and shaped by the contacts 
made by the child. This process starts with the birth of a person and proceeds 
outwards from the home, as the person grows and interacts with systems that are more 
complex and the practices underpinning these, each influencing and dependent on one 
another. The framework is therefore a nested array of structures, extending from 
inwards to outwards at four levels namely microsystem, mesosystem, exosystem and 
macrosystem.  
Undoubtedly, all these layers of influence are of high importance regarding the child. 
However, of particular relevance to the present study are the microsystem and 
mesosystem as the interplay between these two levels determines much of the quality 
and quantity of practices enacted between parents and teachers about children. Most 
importantly, the quality of their own interactions that parents and teacher make 
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directly with children matters the most. If the quality of these interaction is based on 
an understanding of benefitting children and have child-centred mechanisms built into 
them, the learning and social experiences of children, in both their home and school 
contexts, will be rich and varied. On the contrary, if the quality of interaction between 
parents and teachers is based on conflict and contested points of view, the resulting 
experiences of both teachers and parents and the children they are responsible for will 
be unpleasant and affect the learning and development of children. Jackie Goode 
(1982) has identified these issues in her study.  
Goode (1982) has identified four models of home/schools relations, namely the 
pathological model, the relationship model, the democratic model and the consumer 
model (see Figure 2.2). This is a useful illustration of how the various types of 
relations between parents and teachers can be categorised, from which comparisons 
can be drawn and the quality of relationships between home and school can be 
determined. However, in real life, practices between parents and teachers overlap and 
these models may not be seen as tightly fitting into their specific compartments 
(Goode 1982). 
 
Figure 2.2 A typology of Home/School Relations 
Source: Goode (1982:86) 
In the context of developing countries, such as in Pakistan, the compensation or 
µSDWKRORJLFDO¶model, based on an overt conflict, may appear to be in practice in the 
public schools. Although generalization cannot be made over the entire system of 
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education, there may still be patches where the other models may be in practice 
depending on the individual schools, their environment and most importantly the type 
of leadership in charge of the respective schools. The need here is to see what kind of 
practices would signify the type of model in practice in the actual contexts of home 
and school, in developing countries, such as in Pakistan. Furthermore, a closer look at 
the various perspectives, roles and practices of the various stakeholders in the 
*RRGH¶V0RGHO FDQSURYLGHD VFDOHZLWKZKLFK WR FRPSDUH the practices of parents 
and teachers in my study (see Chapters Five-Eight).  
In a similar vein, Pugh (1989) developed a framework for parental involvement, 
which sought to explain parental involvement patterns with teachers and school (Pugh 
1989; Pugh et al. 1987a, 1987b). Although the framework was developed for pre-
school centres, it may equally be used in primary and secondary schools. Figure 2.3 
presents an adapted structure of the framework: 
 
Figure 2.3 A framework for parental involvement 
Adapted from Pugh (1989:5-7) 
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As might be evident from the above figure, whilst there are some evident differences 
EHWZHHQ *RRGH¶V DQG 3XJK¶V IUDPHZRUNV WKHUH LV DOVR D VHQVH RI PXFK RYHUODS
between the two models. This suggests that, in support of parental involvement in the 
various aspects of school life, the primary conceptual processes and related structural 
dynamics have a natural and logical flow. Various researchers may identify these 
differently according to their specific positional stance and theoretical lineage. 
However, what seems evident is that inherently the dimensions/constituents of parent 
and teacher interaction and of working together in support of the children are all the 
same and should be followed as such for their effective cooperation directed towards 
better learning experiences for children.  
In the context of Pakistan, these dimensions of parental involvement, especially 
support, participation and partnership, and in some cases control may only be evident 
in schools and communities where concerted efforts have been made by all 
stakeholders to enhance parental participation in the school. This has been shown to 
improve the quality of education and learning experiences for children (Farah 1996; 
Jamil 2002; Khan 2003; Khan et al. 2005; Kim et al. 1998; Mashallah 2001; Rashid 
2001; Sarwar 2006; Shams 2001; Tahira & Braathe 2007; Zafar & Khan 2001). 
However, the likelihood is that predominantly the dimension of parental non-
participation may resonate strongly with the experiences of parents and teachers, 
which may appear intertwined in the respective social and cultural processes, and in 
the habitus of the agents (see Chapters Five±Eight). 
Resonating with the above frameworks is the typology of parent-teacher 
communication and parental involvement offered by Sally Tomlinson (1991). In 
addition to emphasising communication between home and school, her typology 
covers parental involvement in learning and daily activities. Furthermore, Tomlinson 
suggests both informal and formal (i.e. legal) involvement of parents in education, 
which she argues is beneficial for effective home-school relations.  
However, in the US, Joyce Epstein (1990a, 1990b, 1995) is one of the most cited 
authors regarding her work on home-school-community relations. She has developed 
a typology of parental involvement based on mutual reciprocating roles of home, 
school and community, which, the author contends, underpins a theory of 
µRYHUODSSLQJ VSKHUHV RI LQIOXHQFH¶  The theory offered rests on two models: 
external and internal. In the external model ³WKHUH DUH VRPH SUDFWLFHV WKDW VFKRRls, 
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families, and communities conduct separately and some that they conduct jointly in 
RUGHU WR LQIOXHQFH FKLOGUHQ¶V OHDUQLQJ DQG GHYHORSPHQW´ (SVWHLQ  The 
internal PRGHOVKRZV³ZKHUHDQGKRZFRPSOH[DQGHVVHQWLDO LQWHUSHUVRQDOUHODWLRQV
and patterns of influence occur between individuals at home, at school, and in the 
FRPPXQLW\´(SVWHLQFigure 2.4 presents the entire process of the model: 
 
 
Figure 2.4 AGDSWHGIURP(SVWHLQ¶VWKHRU\RIRYHUODSSLQJVSKHUHVRI influence 
In this theory, for Epstein, if the stakeholders in their individual and collective 
capacity hold contested points of view and position, they may communicate and 
interact only minimally. This will then represent µVHSDUDWHVSKHUHVRILQIOXHQFH¶ of the 
home, school and community, raising issues of discord and contestation.  The theory 
RIRYHUODSSLQJVSKHUHVRSHUDWHVRQWKHDVVXPSWLRQRIµFDUH.¶:KHQSDUHQWVWHDFKHUV
and community members converge on a single point of care, µOHDUQLQJFRPPXQLWLHVRr 
FDULQJ FRPPXQLWLHV¶ HPHUJH, which results in school becoming family-like, and 
family becoming school-like, which are strengthened and supported by like-minded 
community members (Epstein 1995:702). Figure 2.5 below illustrates (SVWHLQ¶Vsix-
point typology of parental involvement: 
Community 
 
Home 
 
   School 
External 
model 
Internal 
model 
Jointly conducted practices 
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Type 1: 
Parenting 
School helping families in creating school-like home 
environment (giving suggestions, information, training and 
parent education) 
Type 2: 
Communicating 
Designing forms of communications of school-to-home and 
home-to-school for various activities and programmes. 
Type 3: 
Volunteering 
Ensuring and organizing parental support 
Type 4: 
Learning at home 
Providing information and ideas to families on how to support 
and help children do homework and other academic related 
activities requiring appropriate interactions. 
Type 5: 
Decision making 
Involving parents in school decisions, encouraging parent 
leaders and representatives. 
Type 6: 
Collaborating with community 
Identify and integrate resources and services from the 
community to strengthen school programmes, family practices, 
and student learning and development. 
)LJXUH(SVWHLQ¶Vtypology of parental involvement 
Epstein (1995) asserts that, to be effective and successful, the six types of parental 
involvement rely on one another. For one type to be productive, the type preceding it 
must be supportive and well functional, so much so that the absence or non-
functionality of any of the types may mean problems in keeping effective partnership 
running between the partners. The crucial point here is that effective partnerships rest 
RQDPXWXDOIHHOLQJRI³WUXVWUHVSHFW´DQG³SRZHUVKDULQJ´EHWZHHQWHDFKHUVSDUHQWV
DQG FRPPXQLW\ PHPEHUV ZKHUH µFDUH¶ LV FHQWUDO WR WKH entire process (Epstein 
1995:711). :KLOVW (SVWHLQ¶V framework underpins an ecological and humanistic 
approach, Vincent (1996a) offers a typology based on parental roles.  
In her research on parent-teacher relations, Vincent (1996a:43) has identified four 
parental roles in schools: the parent as supporter/learner, the parent as consumer, the 
independent parent, and the parent as participant. Figure 2.6 presents these parental 
roles, along with their function: 
3DUHQWV¶UROH Supporter/learner Consumer Independent Participant 
Function To support 
professionals and 
adopt their 
concerns and 
approaches 
To encourage school 
accountability and 
high standards 
To maintain 
minimal contact 
with the school 
To be involved in 
governance of the 
school as well as 
the education of 
own child 
Figure 2.6 Parental roles in education 
As can be seen, the parental roles identified in the above figure resonate strongly with 
the frameworks discussed earlier. This suggests that there is an inherent natural and 
logical pattern to the way parents and teachers engage and interact, considering the 
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various functional roles that may have been in practice or have risen out of the need 
for a closer relationship IRUHIIHFWLYHFKLOGUHQ¶VOHDUQLQJ 
In identifying the values and beliefs that underpinned parental perception of their 
modes of interaction with the school, Vincent (1996a:107) categorised her parent-
participants into three main groups: supportive parents, detached parents, and 
independent parents. According to Vincent (1996a) the school-supportive parents 
adhered to teacher accepted notions RI µDSSURSULDWH¶ SDUHQWDO EHKDYLRXU ZKLFK
signified attending school events, helping children with their homework, and taking 
initiative in developing personal relationships ZLWKWKHLUFKLOG¶VWHDFKHU. However, this 
µJRRG SDUHQW¶ LGHDO ZDV RYHUVWHSSHG DW times when parents would start to monitor 
WKHLU FKLOGUHQ¶V SURJUHVV RU ZRUNHG ZLWK WKHLU FKLOGUHQ¶V GLIIHUHQWO\ WKDQ WHDFKHUV
(Vincent 1996a). The detached parents were those few parents that held the views that 
frequent or even regular contact with the school was not required. However, whilst 
the independent parents maintained minimum contact with the school, they were the 
parents who were the silent majority, who had the desire to become closely involved 
LQ WKHLU FKLOGUHQ¶V VFKRRO EXW IHOW FRQVWUDLQHG GXH to a number of factors (Vincent 
1996a).   
Following Vincent, Hoover-Dempsey and Sandler have suggested a model based on 
parental role construction and their sense of efficacy. Hoover-Dempsey and Sandler 
(1995, 1997) offer a useful, detailed and process-driven five level model of parental 
involvement. The authors¶ model focuses on the specifics of conceptual and 
procedural aspects of a diverse set of parental background factors, needs and 
inclinations and on the resultant possible, varied and diverse patterns of parental 
LQYROYHPHQW LQ WKHLU FKLOGUHQ¶V HGXFDWLRQ +RRYHU-Dempsey and Sandler argue that 
WKUHHPDMRUFRQVWUXFWVDUHFHQWUDOWRSDUHQWV¶EDVLFLQYROYHPHQWGHFLVLRQV 
)LUVWSDUHQWV¶ UROHFRQVWUXFWLRQGHILQHVSDUHQWV¶EHOLHIVDERXWZKDW WKH\DUH
suppoVHGWRGRLQWKHLUFKLOGUHQ¶VHGXFDWLRQDQGDSSHDUVWRHVWDEOLVKWKHEDVLF
range of activities that parents construe as important, necessary, and 
permissible for their own actions with and on behalf of children.  
6HFRQGSDUHQWV¶VHQVHRIHIILFDF\IRUKHOSing their children succeed in school 
focuses on the extent to which parents believe that through their involvement 
WKH\FDQH[HUWSRVLWLYHLQIOXHQFHRQWKHLUFKLOGUHQ¶VHGXFDWLRQDORXWFRPHV 
Third, general invitations, demands, and opportunities for involvement refer 
WRSDUHQWV¶SHUFHSWLRQVWKDWWKHFKLOGUHQDQGVFKRROZDQWWKHPWREHLQYROYHG
(Hoover-Dempsey and Sandler 1997:3) 
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TKHDXWKRUV¶PRGHORISDUHQWDOLQYROYHPHQWSURFHVVIROORZVEHORZLQ)LJXUH7.  
 
Figure 2.7 Hoover-Dempsey & Sandler (1995, 1997) Model of Parental 
Involvement 
Source: Walker et al. (2005:86) 
Hoover-Dempsey and Sandler (1997) argue that well-designed parental involvement 
programmes will be successful only if they address the dynamics of parental role 
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construction and parental sense of efficacy for helping children succeed in school. It 
PHDQV WKDW IRU HIIHFWLYH LQYROYHPHQW RI SDUHQWV LQ VFKRRO DQG ZLWK WKHLU FKLOGUHQ¶V
education, teachers need to be aware of the nature and processes involved in parental 
role construction towards thHLU FKLOGUHQ¶V HGXFDWLRQ 0RUHRYHU WHDFKHUV FDQ KHOS
WRZDUGV HQKDQFLQJ SDUHQWV¶ VHQVH RI HIILFDF\ E\ KHOSLQJ WKHP WR LQYROYH LQ WKRVH
practices that positively enhance the educational outcomes of children. Moreover, 
communication with parents is highly important. Teachers need to communicate to 
and involve parents in varying practices and procedures of the school, which can 
ensue in enhanced parental involvement in various activities in the school and in the 
education of their children. 
The models and typologies discussed above seemed predominantly designed in 
respect of parents and teachers, and related stakeholders for working together and 
developing relationships in creating positive environment for both adults and children, 
thereby ensuring effective learning and development of children. However, the 
µYRLFHV¶RIFKLOGUHQVHHPHGWRKDYHEHHQLJQRUHGLQPRVWW\SRORJLHVHere, a typology 
was needed that filled the gaps in knowledge that centered on children and young 
people. 
Lately, there has been an increaVHGLQWHUHVWLQUHVHDUFKLQJWKHµYRLFHs¶RIFKLOGUHQLQ
the dominant and adult-centered model of linking home with schools. Edwards and 
Alldred¶V (2000) research contributes towards this change in emphasis. The authors 
argue that children and young people need to be seen as reflexive agents who can 
exercise agency in the home-school relations process. Edwards and Alldred¶V (2000) 
typology underpins four categories: 
Category 1: children as active in parental involvement 
This category refers to children and young people working self-reflexively to forge 
SDUHQWDOHVSHFLDOO\PRWKHU¶VLQYROYHPHQWLQWKHLUHGXFDWLRQDWKRPH7KHUHDVRQIRU
being self-reflexive and active in engaging with parents in education/school related 
matters seems to be that such children are provided with a favourable and stimulating 
home environment in which they are encouraged and motivated to discuss issues 
concerning their school.  
Edwards and Alldred (2000) provide some examples to explain how children are 
active in parental involvement, at home: by asking parents to help with homework or 
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to provide further educational support, discussing educational issues and to seek their 
advice, or just telling them about what happened in school. They further report that 
children are far less activH IRU WKHLU SDUHQWV¶ LQYROYHPHQW LQ VFKRRO OLIH Hence, 
parental involvement in school is mainly limited to helping out in school outings or in 
the classroom and with formal or informal consultations with teachers.  
Edwards and Alldred (2000) further throw light on the dynamics of the activeness of 
some of the children in parental involvement. They suggest that school may play an 
important role in promoting parental awareness for their involvement in their children 
education, which results in children being µSDVVLYHO\DFWLYH¶ 
Category 2: children as passive in parental involvement 
Edwards and Alldred view this category as the existing pattern of relations between 
home and school, where parents and schools are active in their attitudes and actions 
towards one another. Here children are neither reflexively facilitating nor obstructing 
the process of involved home-school relations. It implies that children play their due 
role when asked to do their homework, or when offered other help, advice and support 
in education related matters either at home or at school by their parents.  
Category 3: children as active in parental un-involvement 
In explaining this category, Edwards and Alldred (2000) argue that to have privacy in 
their lives and to keep their school life separate from their home life and parents, 
children and young people adopt a stance in which they actively discourage, evade 
DQG REVWUXFW WKHLU SDUHQWV¶ LQYROYHPHQW 7KLV LV GRQH LQ WZR ZD\V )LUVWly, through 
individualization, children see themselves as an autonomous person who could 
manage their own academic lives, without the help of their parents. Secondly, in 
attempting to resist institutional incorporation of home and family life, children 
DFWLYHO\EORFNDQGHYDGHWKHLUSDUHQWV¶ LQYROYHPHQWLQ WKHLUeducation. Edwards and 
Alldred go on to explain that this does not mean that children are alienated from their 
parents; they do not want to see them unnecessarily stressed. In addition to this, 
FKLOGUHQ DQG \RXQJ SHRSOH DOVR WHQG WR DYRLG WKHLU SDUHQWV¶ LQvolvement in school 
settings, which may seem to be embarrassing and constraining to them.  
However, in the context of Pakistan, where families and schools may appear to be 
UHODWLYHO\ GLVWDQW IURP RQH DQRWKHU FKLOGUHQ¶V UHODWLYH LQWHUHVW LQ WKHLU SDUHQWV¶ un-
involvement may stem from very different circumstances. Children may be active in 
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parental un-involvement to avoid punishment either by the parents or by teachers, to 
conceal their faults and academic failing, due to peer pressure and other social and 
cultural factors. 
Category 4: children as passive in parental un-involvement 
Children can be passive in parental un-involvement due to the constraints of their 
parents. TKLV FDWHJRU\ PD\ EH VHHQ DV PDWFKLQJ WKH ³GRPLQDQW SROLWLFDO DQG
professional understandings of the process of home-school relations as shaped by 
SDUHQWVDVZHOODVVFKRROV«LQWKHµQHJDWLYH¶VHQVHRIµPLVVLQJSDUHQWV¶´(GZDUGV
& Alldred 2000:446). Parental un-involvement may not be wilful. The reasons may be 
that both mother and father have work commitments; they are not educated to provide 
the appropriate level of involvement; or their un-involvement may be due to their 
discomfort in going to school and talking to teachers in the school settings (Edwards 
& Alldred 2000). Whilst Edwards and Alldred explored and showed interest in the 
µvoices¶ of children and young people in their parental involvement model, others 
have developed context based models from the perspective of inclusive education.  
In this regard, Todd (2007) has proposed a Practice-People-Context (PPC) Model. In 
order to understand the practices of the various actors in the context of school and 
services, participation can be understood in terms of three dimensions or set of 
interacting practices, which shape schools and services at the macro level and 
professional practice at the micro level. These are: 
x Conceptualisations of Practice: discourses of practice, how we 
understand roles, the different frameworks and agendas that inform 
our practice. 
x Assumptions about People: how we understand people, what 
assumptions we have about children, parents, families and workers. 
x Relationship with Context: the meaning given to the context, how we 
understand the relationship between the individual, meaning either 
ourselves or those with whom we work, and the socio-cultural 
context. (Todd 2007:109) 
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Figuratively, the entire process can be represented as: 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
Figure 2.8 Practice-People-Context Model 
Source: Todd (2007:110) 
Todd suggests that the PPC Model should be seen as a series of social practices and 
sets of assumptions, which are available for developing collaborative learning. The 
author explains that, the outer three circles, which point to the inner circle, may 
suggest the manner in which participation could be encouraged. The inner circle, on 
the other hand, may represent the overall aims of the group, which are to be achieved. 
PRACTICE 
A critical approach is taken to 
practice. 
Aim for a role that is influential 
but decentred. 
Assumptions that we are 
µREMHFWLYHQHXWUDO
LQGHSHQGHQW«HWF¶DUHUHQGHUHG
problematic.  
Take a socio-cultural and social 
constructionist approach 
 
PEOPLE 
3HRSOH¶VOLYHVDQGUHODWLRQVKLSV
are known to be populated by 
rich stories. 
Children and parents-people-are 
known to have expertise, 
knowledges and skills to solve 
their own problems. 
People are not problems-the 
problem is the problem. 
 
The agent of change is communal 
Critical approach to practice. 
Influential de-centred. 
Examine cultural and political 
context. 
Spaces-opportunities are found 
for different knowledges to be 
heard, be available and have 
influence 
 
CONTEXT 
The individual is inseparable 
from context-professional 
SUDFWLFHDQGSHRSOH¶VSUREOHPV
are socially constructed. 
Cultural, organisational, social 
and political influences are 
examined. 
Norms are challenged. 
 
The PPC 
Model: 
towards the 
development 
of 
collaborative 
working 
practices 
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Thus, the thrust of the model is on achieving collaborative and inclusive practice in a 
given context.  
The above discussion on parental involvement typologies, frameworks and models 
drew mainly on the empirical research and literature developed and applied in the 
Western contexts. However, evidence (Farah 1996; Jamil 2002; Khan 2003; Khan et 
al. 2005; Kim et al. 1998; Mashallah 2001; Rashid 2001; Sarwar 2006; Shams 2001; 
Tahira & Braathe 2007; Zafar & Khan 2001) from Pakistan suggests that, despite the 
contextual differences and the related structural and procedural mismatches and 
parental and school constraints, even in the remotest, underprivileged and 
conservative communities, parents inherently have a strong feeling about their 
FKLOGUHQ¶V ZHOOEHLQJ HGXFDWLRQ DQG SURJUHVV DQG seemed to have the demonstrated 
ability of (SVWHLQ¶Vsix-point typology of parental involvement. With this in mind, I 
now move on to the next section that maps literature pertaining to student 
achievement, literacy, reading and related aspects. 
2.1.3 Parent-teacher relations and student achievement and associated outcomes  
The focus of the present study is on parent-teacher relations and on the processes, 
structures and practices that impinge upon, shape and influence those relations. 
However, in this section, I will briefly highlight the range and scope of literature that 
has documented the influences of home-school relations and parental involvement on 
student academic achievement, literacy and learning, motivation, adjustment, 
attendance, and behaviour, discipline and homework.  
Of all the aspects of student outcomes and development, researchers have consistently 
documented the positive influence of home and school on student academic 
achievement. Over decades, researchers have collated and documented research 
evidence that reiterates the importance and effectiveness of home-school and 
community relations on student achievement and outcomes (Booth & Dunn 1996; 
Ferguson 2008; Henderson 1987; Henderson & Berla 1994; Henderson & Mapp 
2002; Jordan et al. 2002; Schneider & Coleman 1993). In addition, there is also meta-
analysis research that establishes the efficacy of parental involvement on student 
academic achievement (Jeynes 2005; Fan & Chen 2001). 
Researchers have also diversified their interests to show student achievement returns 
at different levels of their education. In this regard, Georgiou and Tourva (2007) 
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focused on parental attributions and their relation to student achievement and parental 
involvement, whereas Sheldon (2003) demonstrated the interplay between parent, 
school and community liaison on elementary school student achievement. However, 
Domina (2005) is skeptical of other studies and notes that parental involvement does 
QRW LQGHSHQGHQWO\ LPSURYHFKLOGUHQ¶V OHDUQLQJ WKRXJK VXJJHVWV WKDW LQYROYHPHQWRI
parents with low SES is more effective.  
Of particular interest to the present research is the literature that has explored the 
interplay between parental and secondary school student achievement. Concerning 
this, Jeynes (2007) conducted a meta-analysis research to explore the relationship of 
parental involvement and urban secondary school student achievement. Similar 
reviews and studies have been conducted by other scholars focusing on school 
achievement returns of students due to parenting practices and their styles (Spera 
2005), parental involvement patterns (Catsambis 2001) and grade specific 
achievement (Sui-Chu & Willms 1996). In addition, Bogenschneider (1997) found 
that, irrespective of gender, class, race, ethnicity or family structure, the more 
involved parents are in WKHLUDGROHVFHQWV¶VFKRROLQJthe better they perform in school, 
academically or otherwise. Another important finding is that mothers with fewer 
resources are more efficacious RQFKLOGUHQ¶VJUDGHVPomerantz et al. (2007) in their 
review on academic benefits accrued to secondary school students explicated the 
dynamics of how and in what manner parental involvement can be beneficial to 
children. Grolnick et al. (1997) also report similar findings from their quantitative 
study.  
There has also been research interest in the interplay of parental involvement and 
student achievement with class, race and related issues. In this regard, by focusing on 
the themes of empowerment, outreach, and indigenous resources, Abdul-Adil and 
Farmer Jr. (2006) argue that African American parents respond positively to parental 
involvement, which increases parental participation in school and student academic 
success. Research on gender specific and family pattern involvement (Lee et al. 
2007), the interplay between social capital and parental involvement differentials 
(McNeal Jr. 1999), and pDUHQWV¶ HGXFDWLRQDO EHliefs and school reforms (Shumow 
1997) shows the impact of parental involvement on student achievement. In addition, 
SDUHQWDO LQYROYHPHQW HPSRZHUPHQW DQG VFKRRO WUDLWV *ULIILWK  VFKRRO¶V
efforts to engage parents (Harris & Goodall 2007), and parental differential vocational 
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and academic standings (Räty & Kasanen 2007) have been shown to have a 
differential influence on academic achievement of children. Moreover, research in the 
US, focusing on ethnic groups, such as Taiwanese, Mexican American, and 
Egyptians, has explored various parental engagement patterns and their relation to 
academic achievement of students of various grades (Hung & Marjoribanks 2005; 
Hong & Ho 2005; Keith & Lichtman 1994; Abd-El-Fattah 2006). 
A review of the literature has also revealed that researchers have shown interest in and 
explored the effects of parental involvement on measures of student literacy and 
learning (Dearing et al. 2006; International Reading Association 2002; Li 2006; 
Uludag 2008; Wößmann 2005), student motivation (Anguiano 2004; Gonzalez-
DeHass et al. 2005; Pomerantz et al. 2007), and student patterns of adjustment in the 
school (Brown & Beckett 2007; Izzo et al. 1999; Ketsetzis et al. 1998; McNeal Jr. 
1999). In addition, parental interaction with teachers and school has been shown to 
have an impact on a number of student related variables. These include student 
attendance (Sheldon & Epstein 2004; Sheldon 2007; Sheppard 2009), student 
behaviour and discipline (Brown & Beckett 2007; McNeal Jr. 1999, 2001; Sheldon & 
Epstein 2002) and their homework (Grolnick et al. 1997; Hoover-Dempsey et al. 
1995; Hoover-Dempsey et al. 2001; Li 2006; Walker et al. 2004).  
In this review, I wanted to show that whilst there is an abundant research and 
literature that has explored a range of student-specific issues involving the interplay of 
parents and teachers, the nature of such exploration is only possible owing to 
µFRQFHUWHGFXOWLYDWLRQ¶/DUHDXRIPHDVXUHVDQGSUDFWLFHVWKDWKDVa sustained 
social-historical and related structural and dispositional underpinnings. In the context 
of Pakistan, this will require laying a sound framework and developing a culture of 
positive and productive parent-teacher interaction and cooperation that will pave the 
way for working towards the achievement of these student related variables. Having 
this in mind, I now look at Pakistan specific literature and documents.  
2.1.4 Pakistani context: literature review and analysis of policy documents 
In this section, I review both national and international literature to highlight the range 
of interest researchers and writers have expended to examine and document various 
aspects and problems of the Pakistani education scene and elsewhere, relating to both 
parents and teachers, and to students and their contextual and structural dynamics. By 
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so doing, my aim is to help identify and justify the research gaps in Pakistan 
concerning parent-teacher relations in general and regarding secondary schools in 
particular.  
A look at the literature in the Pakistani context reveals that in the secondary school 
context there is some literature (both national and international) that has explored 
some of the dimensions of school contexts and related student specific determinants. 
These include research on school size, culture and student achievement (Salfi 
& Saeed 2007), parent perceptions and student outcomes (Stewart et al. 2000), and 
measures and interplay of student cognitive functions and educational outcomes 
(Iqbal & Shayer 2000). In addition, whilst a dated conference document has dealt with 
the objectives (which includes an important component on parent-teacher relations, 
discussed later in the thesis) of secondary education in Pakistan (Khan 1956), a recent 
case study research has attempted to examine the quality of secondary school 
education in light of the decentralisation of institutions (Shah 2009). 
Recently, predominantly at the primary school level, researchers have also undertaken 
empirical studies to compare and contrast public, private and NGO based educational 
provision, by focusing on issues of, for instance, cognitive and life skills comparisons 
(Arif & Saqib 2003), relative effectiveness of schools with a focus on gender 
disparities for girls (Aslam 2009). Furthermore, Khan (2003), Khan and Kiefer 
(2007), Khan et al. (2005) adopted a comparative stance to explore PTA related 
issues, educational production functions and institutional effectiveness in rural 
communities respectively. 
However, as gender specific issues have been one of the important aspects of my 
research, a review of the literature reveals that since the 1990s increasingly 
researchers have started taking more interest in gender specific research concerning 
females. They report stark disparities for girls and women, both in the school 
environments and more generally concerning the various aspects of their life, in home 
and social contexts  (Arif et al. 1999; Aslam 2006, 2009; Aslam & Kingdon 2008; 
Filmer 1999, 2000; Ismail 1996; Mahmood 2004; Mukhtar 2006; Shami & Hussain 
2005a; Winkvist & Akhtar 2000; Sathar & Lloyd 1994; Sawada & Lokshin 2001; 
Lloyd et al. 2007).  
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In addition to gender specific issues, researchers, primarily in the primary school 
context, have explored various learning and achievement related determinants of both 
boys and girls in both urban and rural contexts (Das et al. 2006; Fernando 1991; 
Glewwe & Kremer 2006; Reimers 1992; Warwick & Reimers 1995; Stewart et al. 
2000). In the field of economics of education and developmental economics, 
researchers have shown increased interest in the educational production and rates of 
return to interrogate the topics of school quality, student achievement and progression 
of students (Behrman et al. 1997; Behrman et al. 2008; Lloyd et al. 2009). In a similar 
vein, scholars have also argued and documented that inequality, stratification, child 
labour and corporal punishment have LPSOLFDWLRQV IRU FKLOGUHQ¶V VFKRROLQJ DQG
wellbeing specifically and for the society in general (Gautam & Arjun 2003; Khan 
2003; Mahmood et al. 1994; Robson 2004; Rahman 2004; Ahmad 1970). 
Of particular interest to the present research has been the literature that has considered 
school based governance issues and that which has explored the role of PTAs/SMCs 
concerning their structure, functioning, and related comparative dynamics of private 
and public school performances (Fullan & Watson 2000; GoNWFP 2001; Khan et al. 
1956; Khan 2003; Usmani 2003; Zafar & Khan 2001). The recent literature has 
touched on various aspects of the role of parents and teachers on PTAs and has teased 
out their related structural, financial and managerial aspects; some have considered 
the effectiveness of community involvement in small-scale programmes directed 
towards disadvantaged communities. However, progress in this regard has been slow 
and patchy. Concerning this 3DNLVWDQ¶V UHFHQW 1DWLRQDO (GXFDWLRQDO 3ROLF\ 
notes: 
Most stakeholders consulted during policy development were of the view that 
various experiments with School Management Committees (SMCs) or Parent 
Teachers [sic] Associations (PTAs) have had limited success. Most cases of 
success are either owed to a dynamic head teacher or a local non-government 
organization that provides an interface between community and the school. 
« In most rural areas, these organizations are controlled by politically 
influential persons who have little interest in school improvement. In other 
cases, finances remain unutilised because of fear of audit. Also, most head 
teachers have no training in working with communities and are unprepared 
for capitalising on the potential of SMCs. The main obstacle to greater 
success remains the lack of acceptance and comprehension of the concept at 
both the community as well as school level. (GoP 2009:22) 
However, surprisingly one dated conference report in Peshawar had considered in 
considerable detail Parent-Teacher-Community programme (Khan et al. 1956). The 
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nature of its recommendations and the issues it identified concerning secondary 
education still resonate strongly with the current research literature, policy documents 
cited above and has immense relevance as well.  
From theoretical perspectives, this could mean that whilst the overall social fabric and 
practices within it would have changed in many ways, the habitus of the agents and 
the structural dynamics of the field related to education changed little, since the last 
more than five decades. Although a number of reasons could be attributed for such a 
state of affair, one of the aspects that researchers have considered pertains to teacher 
training and the role and effectiveness of the principal/head teacher in the school.  
In this regard, it has only been relatively recently that researchers and institutions 
have started looking at the various aspects of teacher training in Pakistan. Whilst 
some researchers have looked into tensions in teacher training (Davies & Iqbal 1997) 
and educating teachers for improving quality of education (Kanu 1996), others have 
suggested models and proposals for teacher development (Ali 1998, 2000) and 
development of a cadre of teacher educators in this regard (Khamis & Sammons 
2004). In addition, authors have also shown interest in looking at professional 
development of teachers (Halai 2001) and recently some have considered the 
transition of student teachers from training to actual classrooms in school (Westbrook 
et al. 2009). Still more, recently international organisation and donor agencies have 
been engaging in situational analysis of teacher training and professional development 
programmes in Pakistan and have been assessing their effectiveness (UNESCO 2006; 
Enge & Akbar 2007). All this adds up not only to the knowledge base but also 
strengthens the research base for home-school relations, which could help future 
research into developing effective parent-teacher relation programmes.  
However, without an effective leader, teachers and schools could be in disarray and 
without much productivity both in teacher effectiveness and in terms of learning 
experiences for children. Recent research, therefore, highlights the roles and 
characteristics of principals in developing countries and in Pakistan. This literature 
also documents various constraining forces and practices that have implications not 
only for the management, administration and leadership of the principals but also 
hampers severely the overall school effectiveness and learning experiences of children 
(Oplatka 2004; Rizvi 2008; Simkins et al. 2003). 
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All these issues have been shown to have been rooted in issues of democracy, trust, 
community and the strengthening of infrastructure. In this regard, since 2000 efforts 
have been made to devolve authority and empower communities both in social 
infrastructure and specifically in education. Whilst there has been some improvement 
in some education related indicators and delivery mechanisms and practices, in terms 
of public education specific issues and practices, the progress has been far from ideal 
(Cyan et al. 2004; Komatsu 2009; Lynd 2007; Shah 2003; Tim et al. 2005; UNESCO 
2005; Winkler & Hatfield 2002; World Bank & GoNWFP 2005). Although a number 
of reasons could be attributed for such lapses in quality and quantity of education, a 
particular strength of the present research could be in highlighting the role and 
importance of the inclusion and a more participatory and mandatory role of all parents 
in support of their children. This could spell a revolutionary change not only in 
parent-teacher relations but also and more importantly could culminate into better and 
effective learning experiences for children.   
With this in mind, there is now increasingly sufficient anecdotal and empirical 
evidence from Pakistan that has reported and documented a number of private, public 
and private-public partnerships programmes and initiatives of successful parent and 
community managed schools (Alderman et al. 2003; Chaudhury & Parajuli 2006; 
Farah 1996; Jamil 2002; Khan & Saleem 2003; Kim et al. 1998; Mashallah 2001; 
Rashid 2001; Sarwar 2006; Shah et al. 2005; Shams 2001; Tahira & Braathe 2007; 
Warwick et al. 1992; Zafar & Khan 2001). These studies report that even in the most 
deprived, disadvantaged, conservative and conflict-ridden places, (uneducated) 
parents and communities have the ability to design, support, manage and run schools 
even with no follow up support and sustain these into the future, with documented 
improvement in the quality of attendance, learning and education of both girls and 
boys. This suggests that the power and ability of parents and the community could do 
wonders, no matter how constrained they might be, negating the expression of seeing 
them DV³KDUGWRUHDFK´&UR]LHU	'DYLHV 
For the purposes of the present research, and to explore the relative weight given to 
the rolH RI SDUHQWV LQ VXSSRUW RI WKHLU FKLOGUHQ¶V HGXFDWLRQ DQG VFKRROV, I reviewed 
almost all the educational policy documents, conference reports, and related official 
formal and informal documents. These include GoNWFP (2001), GoNWFP (2008), 
GoP (1947, 1959, 1972, 1978, 1992, 1998, 2003a, 2003b, 2003c, 2003d), GoP (2004, 
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2005, 2006), and GoP (2009). Whilst some policy documents fleetingly refer to parent 
and community UROHLQFKLOGUHQ¶VHGXFDWLRQRWKHUVseem to see them only in terms of 
having a deficit that needs to be dealt with through educating them: 
³(QVXULQJ DFWLYH SDUWLFLSDWLRQ RI WHDFKHUV VWXGHQWV DQG UHSUHVHQWDWLYH RI
SDUHQWVDQGWKHFRPPXQLW\DWODUJHLQHGXFDWLRQDODIIDLUV´ (GoP 1972:2). 
« ZLWK WKH OLPLWHG UHVRXUFHV DQG WLPH ZH FDQQRW VROYH WKH LQQumerable 
educational problems of quantitative expansion and qualitative improvement 
WKURXJK FRQYHQWLRQDO PHWKRGV « :H ZLOO RI QHFHVVLW\ KDYH WR LQYROYH
FRPPXQLW\SDUWLFLSDWLRQ«*R3 
The people must accept the fact that since it is they and their children who 
benefit most from educational [sic], the sacrifices required must be borne 
primarily by them. Acceptance of this principle would create an identification 
of the community with the schools that does not now exist. Such an 
identification finds expression in a deepening concern for the nature and 
scope of the educational programme; a spirit of co-operation between parent 
and teacher; and a genuine recognition of the contribution of the school to the 
life of the community. (GoP 1959:9) 
A school should rightly be the centre of academic activity and social progress 
in a locality and an inspiration to young and old. It should be able to win the 
FRPPXQLW\¶V VXSSRUW DQG FR-operate with it to serve its needs. (GoP 
1959:132) 
No hierarchy of officials can itself give the schools the spirit and quality 
needed. The attainment of such aims requires the combined efforts of 
administrations, headquarters [sic], teachers and the community. All efforts 
should be made to awaken the pride of the local communities in their schools 
by participation in school activities, attendance at school ceremonies, and the 
development of parent-teacher associations on a wide scale. (GoP 1959:143) 
,WLVLQWKHµrole of education in the EXLOGLQJRIFKDUDFWHU¶WKDWone report considers the 
influence of the school and community and parental UHVSRQVLELOLW\LQ³WKHIRUPDWLRQ
RIDFKLOG¶VPLQGDQGFKDUDFWHU´*R3This is followed by a concern for 
the FKLOGUHQ¶V µcharacter building¶ in which parents are required to be µHGXFDWHG¶ to 
PDNH WKHP ³DZDUH RI WKHLU REOLJDWLRQV DQG GXWLHV WRZDUGV WKHLU FKLOGUHQ´ *R3
1959:236). It further adds: 
The influence of the home and the community upon the character of our 
children also requires the building up of a close relationship between them 
and the school to ensure that there is no conflict between the impact of either. 
The formation of parent-teacher associations has, therefore, a specific 
significance in this context. (GoP 1959:237) 
However, the role of the school has also been considered important in taking the lead 
to contact parents and to develop relationships with them UHJDUGLQJ FKLOGUHQ¶V
character formation: 
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Since in most communities the school is the most prominent and permanent 
institution outside the family, it should take the lead in establishing contacts 
with the home and the community to ensure a sound constructive approach to 
the total process of character formation. (GoP 1959:237) 
Given this background, there is now a need to consider what the international 
literature talks about Pakistani parents, parental views about their FKLOGUHQ¶VHGXFDWLRQ
and contact with the school and vice versa. Away from the Pakistani shores, apart 
from the contrasting contextual and socio-cultural differences, in England, Gill 
Crozier (Crozier 2009; Crozier & Davies 2005, 2006, 2007; Crozier et al. 2003; 
Crozier et al. 2005) has conducted by far the most extensive empirical research on 
British-Pakistani parents. She has provided important insights into parental 
perceptions and experiences and has passiRQDWHO\ DUJXHG WKDW WKH\ DUH QRW µKDUG WR
UHDFK¶ GLVSHOOLQJ WKH PDQ\ VWHUHRW\SHV DQG PLVFRQFHSWLRQV about Pakistani parents 
DQGWKHLUFKLOGUHQZKLFKFUHDWHEDUULHUVWRWKHLUFKLOGUHQ¶VSURJUHVVDQGGLVDGYDQWDJHV
them in the mainstream. Other researchers have corroborated CUR]LHU¶V ILQGLQJV in 
their research on Pakistani parents and their children. These include language and 
literacy research (Huss-keeler 1997) and its relation to culture, identity and diversity 
(Conteh & Kawashima 2008), social class dispDULWLHV DQG FKLOGUHQ¶V VXFFHVV LQ
HGXFDWLRQ µDJDLQVW WKH RGGV¶ XQGHUSLQQHG E\ D µconcerted cultivation¶ and parental 
high aspiration (Siraj-Blatchford 2010), and educational attainment comparisons of 
Bangladeshi and Pakistani secondary school students (Sunder & Uddin 2007). With 
social class as the focus of discussion, I now discuss these issues at length in the 
following section.  
2.2 Social class and parent-teacher relations 
In the discourse of home-school and parent-teacher relations, social class dynamics 
has been at the centre of debate and research since, at least, the significant works of 
Coleman (1966) in the US and Plowden (1967) in the UK. An analysis of the 
literature in this area reveals that the predominant focus of much of research has been 
on the middle-class and working-class/poor continuum. However, underpinning and 
intertwining class and social class dynamics, the central themes of race, culture and 
gender, and social and cultural capital have also been the focus of, and of interest to, 
researchers for a number of years (Crozier 1996, 1997, 1998, 1999a, 1999b, 2000, 
2005a, 2005b; Lareau 1989, 2003; Mirza 2009; Reay 1995a, 1998a, 1998b; Vincent 
1993, 1996a).  
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Although much of the focus of my research underpins understanding the perspectives 
and practices of working-class/poor parents and their corresponding working-/middle-
class teachers and schools, their practices only make sense when they are understood 
against the perceived/different middle-class backdrop of social and cultural practices 
and UHODWHGµdominant others¶within the overall social space. Yet, culture, gender and 
capital are also central to and important themes of my research that may seem to 
interweave and overlap in many different ways in the voices of parents and teachers 
(see Chapters Five-Eight). It is noteworthy that given the context and area of my 
research, no prior research is known to have been undertaken at such a level and 
detail. This makes this study even more important and provides a potential for a 
significant contribution to knowledge in this area of research (see Section 2.1.4).  
Social class as a unit of analysis may appear to include a broad spectrum of 
determinants from economic and material possessions on the one hand to symbolic 
properties on the other hand. Therefore, given that, definitions of social class are 
problematic (Crozier 1997, 2000), due to the fluidity and malleability of social 
contexts and structures, social class determinants may appear to have different 
implications for parents and teachers in different contexts, such as in Pakistan. For 
instance, my experience of the fieldwork was that many teachers whom I interviewed 
and spoke to referred to themselves as µmiddle-class.¶ However, what the teachers 
LPSOLHGE\µPLGGOH-FODVV¶ZDVWKDWWKH\DFWXDOO\SHUFHLYHGWKHPVHOYHVWREHµZRUNLQJ-
FODVV¶RQHVwho do not have much resources, capital, power and related social and 
cultural networks that the teachers SHUFHLYHGWKHµXSSHU-FODVV¶ possessed. However, in 
comparison to teachers, from a social frame of reference the majority of parents saw 
WKHPVHOYHVDQGWKHLUUROHDQGVWDWXVDVµGLIIHUHQW¶DQGVXEMXJDWHGWRWKDWRIWHDFKHUV
although in social class terms many parents may have been equal to or above the level 
of teachers, in material, symbolic and related resources. Hence, for both parents and 
teachers, it was a matter of perception and looking at the µFODVV¶GLIIHUHQWO\ 
In defining class as a basic sociological concept, Connell et al. (1982:33) argue that 
notwithstanding the differences between the paradigms of µinequality¶ and 
µreproduction,¶ ³classes or strata are basically understood as categories: sets of 
individuals who all share the same attributes or possessions (such as level of income, 
type of occupation, ownership).´ In a similar vein, Bourdieu offers a more refined 
definition of classes, based on µknowledge of space of positions¶ classes are: 
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sets of agents who occupy similar positions and who, being placed in similar 
conditions and subjected to similar conditionings, have every likelihood of 
having similar dispositions and interests and therefore of producing similar 
practices and adopting similar stances (Bourdieu 1985:725).  
Thus, for instance, working-class/poor parents, being positioned differently to that of 
middle-class parents are moUHOLNHO\WRH[KLELWµVLPLODUGLVSRVLWLRQV¶DQGµLQWHUHVWV¶LQ
WKHLU µSUDFWLFHV¶ DQG µVWDQFHV¶ and vice versa. Similarly, teachers, whether from the 
working- or middle-class background, being positioned in their respective social 
(institutionalised) spacesDUHPRUHOLNHO\WRKDYHDQGH[KLELWFROOHFWLYHµGLVSRVLWLRQV¶
DQG µLQWHUHVWV¶ LQ WKHLU µSUDFWLFHV¶ DQG µVWDQFHV¶ to agents (such as parents) who are 
outside and alien to their social, institutional and territorial space and jurisdiction. 
Whilst teachers/schools may not have a collective agreed understanding of their 
stances, yet to protect their stakes and positions (professional or otherwise) they are 
more likely to have similarity of dispositions. For instance, whilst most teachers may 
have a collective and agreed understanding of the benefits of working closely with 
parents, when asked about why parents are not as involved as they claim they should 
be, to protect their stakes and positions, a majority of teachers may blame parents for 
not visiting school.   
During the fieldwork, in the selection and recruitment of participants, I took into 
account the various class based determinants such as their education, qualification, 
occupation (Crozier 2000) and related credentials. I find myself in agreement with 
Connell et al.  WKDW ³&ODVVHV DUH QRW DEVWUDFW FDWHJRULHV EXW UHDO-life 
groupings, which like heavily-travelled roads, are constantly under construction: 
JHWWLQJ RUJDQLVHG GLYLGHG EURNHQ GRZQ UHPDGH´ +RZHYHU Iollowing Crozier 
(2000) and others, and given their perceived and actual descriptions of their contexts, 
I have broadly allocated teachers and parents into two broad groups of middle-class 
and working-class (see Appendix H), discussed below. 
2.2.1 The middle-class and working-class continuum  
A review of the literature on the discourse and dichotomy between middle-
class/working-class parent and teacher interactions and relations reveals that most 
research has primarily focused on primary education. However, with few exceptions 
(e.g., Connell et al. 1982; Crozier 1997, 1998, 1999a, 1999b, 2000; Crozier & Davies 
2007; Reay 2001b, 2006; Vincent 2001) there has not been enough interest into the 
myriad issues of the relations between parents and teachers at the secondary level. 
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This is interesting and perplexing as notwithstanding the significance and criticality of 
parents and teachers working closely during the formative years of children at the 
primary level, evidence, research and experience suggests that the close working 
relationship of teachers and parents is vital and significant for the all-round 
development of adolescents at the secondary stage. My research therefore has been an 
attempt to contribute to the existing paucity of research in this regard, in the Pakistani 
context in particular and in the international literature in general. 
Despite some differences in the nature and pattern of interaction between parents and 
teachers of primary and secondary schools, there seems to be an overwhelming 
overlap between the practices and experiences pertaining to social class dynamics of 
parents and teachers in both primary and secondary school contexts. The story 
therefore is hardly new (Crozier 2005b) and may seem to have a recurrent pattern and 
theme in cultures and societies other than industrialised ones. There is empirical 
evidence and research that supports that the issues of social class dynamics may 
resonate with the experiences and practices of parents and teachers in Pakistan 
(Crozier 2009; Crozier & Davies 2005, 2006, 2007; Crozier et al. 2003; Crozier et al. 
2005).  
The primary school context  
Concerning primary schools, increasingly a number of researchers have used both 
ethnographic and sociological approaches to delve into the social class discourse of 
parent-teacher relations using a number of lenses (e.g., Borg & Mayo 2001; Freeman 
2004; Hanafin & Lynch 2002; Jones 2007; Kroeger 2005; Lareau 1989; Levine-Rasky 
2009; Lewis & Foreman 2002; Lightfoot 1978; Reay 1998a, 2001b; Tizard et al. 
1981; Vincent 1996a; Weininger & Lareau 2003). The findings of quantitative studies 
also resonate strongly with qualitative studies (Alexander et al. 1987; Bakker et al. 
2007; Hoover-Dempsey et al. 1987). 
Although, much has changed since Sara Lawrence Lightfoot wrote her influential 
work, Worlds Apart in 1978 in the US, many of the themes of her book still pervade 
the dynamics of home-school and parent-teacher relations. She vividly charts a 
struggle between families and schools as pitched between two seemingly opposing 
fields, which are deeply entrenched in the politics of class, discontinuity, power, 
conflict and mistrust. Her themes therefore weave through the voices of mothers, 
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black families and teachers to construct not only the socio-historical journey and 
landscape between the two institutions of families and schools, but also to portray 
with vivid colours the dichotomy between the perceptions and practices of and 
relations between middle-class schools and teachers and working-FODVVµRWKHUV¶0XFK
of what she has written therefore may resonate with what the parents and teachers, 
and schools and families say and practice in the context of home and school relations 
in Pakistan (see Chapters Five-Eight).  
In a similar vein, one of the pioneering works is that of Lareau¶V (1989). In her work, 
Lareau challenges the notion that social class is of minor significance in influencing 
FKLOGUHQ¶V OLYHV LQ VFKRROV To prove this, she sets out on a sociological journey of 
FRPSDULQJDQGFRQWUDVWLQJSDUHQWDOLQYROYHPHQWLQWKHLUFKLOGUHQ¶VHGXFDWLRQthrough 
classroom activities in two different elementary schools i.e. one working-class and 
one upper-middle-class. Because ³social class has a decisive influence on the 
connections between families and other social institutions´/DUHDX/DUHDX
captures the differences between the approaches and practices of working-class and 
middle-class families by using two terms: separation and interconnected. Because of 
the social class differences, relations between working-class families and the school 
are characterised by separation. Similarly, due to similarities in their social class and 
related practices, relations between middle-class families and the school are 
characterised by interconnectedness.  
:KDWVHHPVFOHDUIURPKHUZRUNLVWKDWGHVSLWHXVLQJµVRFLDOFODVV¶ as the basic tool to 
analyse the micro interactional processes and practices of parental involvement and 
parent-WHDFKHU UHODWLRQV /DUHDX¶V DQDO\VHV VHHP WR UHYROYH DURXQG WKH ELQDULHV RI
working-class and middle-class continuums, without much explanation and analyses 
of the micro-interactional practices and other constituents of social class. Reay 
(1995a, 1998a) and Vincent (1996a:74) have also identified this in their own work. 
0RUHRYHU ZKLOVW /DUHDX  VXJJHVWV WKDW ³NH\ HOHPHQWV RI FODVV FXOWXres 
become forms of cultural capital because they give parents a pool of resources which 
WKH\ FDQ DFWLYDWH´ VKH GRHV QRW RIIHU DQ\ H[SODQDWLRQ RI ZKDW FRQVWLWXWHV FODVV
cultures and how these can be differentiated from and contrasted with cultural capital. 
Finally, whilst Lareau paints a picture that projects differences in social class 
background of parents and their relations to/with teachers and schools, using the 
concepts of habitus, field and social capital she could have added vivid colours to her 
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sociological portrait. This is where my study aims to fill the research gap in 
knowledge.  
Using µpower¶ (alongside others) as a theoretical tool to gauge relations between and 
practices of working-class parents and (middle-class) teachers/schools and 
professionals, Vincent (1993, 1996a) conducted an ethnographic case study of home-
school relations in two large primary schools, with an ethnically mixed population. 
Her main finding is that a fundamental imbalance in power relations exists between 
parents and educational professionals, which is highly skewed in favour of the latter. 
She also found that whilst opportunities for collective parental participation were 
restricted in the schoolsWRLQWHUYHQHLQWKHLUFKLOGUHQ¶VHGXFDWLRQLQGLYLGXDOSDUHQWDO
involvement was the accepted norm that prevailed in the schools. What seems clear 
here is that there was an implicit pattern to individual parental involvement, which 
was predominantly driven by the school structures and practices without much 
consideration for the working-class families and their home structures.  
Vincent also found that both VFKRROµFRPPXQLWLHV¶ZHUHIUDJPHQWHG and consisted of 
different interest groups, due to which the staff body did not operate as a coherent 
group and faced difficulties in plDQQLQJ µZKROH-VFKRRO¶ SROLFLHV. However, as the 
parent body was also fragmented ³E\ GLIIHUHQFHV LQ VRFLDO FODVV HWKQLFLW\ UHOLJLRQ
ODQJXDJH DQG RFFXSDWLRQDO FXOWXUH´ (Vincent 1993:178, 1996a:149), parents as a 
group therefore did not have a collective voice. However, from a theoretical 
standpoint it could also be construed that, as teachers have a ³feel for the game´ 
(Bourdieu 1990b:66), have similarities of stakes and want to protect those stakes in 
their field, they seemed to have an implicit agreed understanding and consensus in 
terms of their individual and institutional habitus. This may be so because although, 
as Vincent argues, teachers had varying pedagogical philosophies, and positions in the 
institutional hierarchy, ³GLIIHUHQFHV between them often remained submerged, 
VXERUGLQDWHWRWKHGHPDQGVRISURIHVVLRQDOXQLW\´ (Vincent 1993:178). This gave way 
WR³teacher discourse that [attempted] to place parents (of whatever background) in a 
subordinate position in relation to the professionals´9LQFHQW 1996a:149). 
Through a critical-feminist qualitative methodology and perspective, Diane Reay 
(1995a, 1998a) conducted an ethnographic study RI PRWKHUV¶ LQYROYHPHQW LQ WKHLU
FKLOGUHQ¶V HGXFDWLRQ in two socially contrasting (working/middle-class) primary 
schools, which involved in-depth interviewing of thirty-three mothers and participant 
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observation in classrooms. 8VLQJ%RXUGLHX¶VQRWLRQVRIFXOWXUDOFDSLWDOKDELWXVDQG
field, Reay explored issues of social class, race and gender that underpinned the many 
aspects of work mothers undertake, which involve practical maintenance, and 
educational and emotional tasks.  
Concerning social class, Reay is critical of the literature and studies that present social 
class as a simplistic dichotomy between working-class discontinuity and middle-class 
continuity. Reay therefore vehemently argues about and analyses the many hard and 
deeply entrenched issues that go along with the mothering role, and through their 
trajectories of interaction and communication with schools. In this regard, Reay found 
WKDW PDULWDO VWDWXV ZRPHQ¶V ODERXU PDUNHW SDUWLFLSDWLRQ RU ODFN RI SDUWLFLSDWLRQ
powerfully influence the mother-school relationship. Therefore, she makes a case that 
only by looking more closely at what mothers do that one can understand and 
appreciate the sort of material and educational resources they deploy and are available 
to them that underpins their complex social interactions within the home and school 
spheres, individually and reciprocally along both continuums.  
By placing the mothering role at the centre stage, Reay makes a point that it is 
through mothers that interactions of various nature are enacted, influenced and 
maintained within the home context with their partners and children, which extends 
outwards to interactions and communication with teachers and schools about their 
FKLOGUHQ¶VHGXFDWLRQDQGUHODWHGVRFLDOLVVXHVFor Reay, all this places mothers to be 
the pivot around which and through which the process and practice of cultural 
transmission to children is communicated, which is reflected most vividly and 
tangibly embodied in children, in their actions, behaviours and interactions, both in 
academic and social spheres.  
Reay also found that across her sample in both schools, mothers were engaged in 
educational support of their children, albeit differently. She identifies 
µFRPSOHPHQWLQJ¶ µFRPSHQVDWLQJ¶ DQG µPRGLI\LQJ¶ DV WKHYDULRXV UHVSRQVHV WKDW WKH
mothers XVHG WR DLG WKHLU FKLOGUHQ¶V FXUULFXOXP LQ D QXPEHU RI ZD\V GHSHQGLQJ RQ
their resources, background and experience. However, Reay demonstrates that as 
middle-class mothers ³ZHDYHLQDQGRXWRIDOOWKHWKUHHUROHV´ZRUNLQJ-class mothers 
ZHUH ³SULPDULO\ HQJDJHG LQ FRPSOHPHQWLQJ VFKRRO SURYLVLRQ´ Reay 1998a:5). For 
Reay, however, whilst there were clearly differences between middle-class and 
working-class mothers in terms of their cultural resources, income, educational 
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qualifications, educational knowledge and information relating to school system, it 
GLG QRW PHDQ ORZHU OHYHOV RI PRWKHUV¶ LQYROYHPHQW LQ Wheir children education. 
However, WKH IXQGDPHQWDO GLIIHUHQFH RI WKH µFRQWH[W¶ DQG µUHVRXUFHV¶ KDG DQ
important role in the way working-class mothers fell short of matching the practices 
of their middle-class counterparts: 
What it did mean was less effective practices as working-class women found 
it difficult to assume the role of educational expert, were less likely to 
persuade teachers to act on their complaints and were ill-equipped 
financially, socially and psychologically to compensate for deficits they 
perceived in their child's education. « They also had to deal with an 
inequitable state schooling system in which standards and expectations were 
shaped by the class character of school catchment areas. (Reay 1995a:365) 
This seems to indicate that whilst working-class parents may have aspirations, notions 
and practices developed as part of their cultural repertoire to be of help to their 
FKLOGUHQ¶V HGXFDWLRQ WKH IXQGDPHQWDO GLIIHUHQFH RI FODVV FOHDUO\ SRVLWLRQV them 
differently and disadvantages them to be as effective as their middle-class 
counterparts. Accordingly, due to these primary differences and disparities, teacher 
and ³school expectations of parental involvement « are profoundly influenced by 
SXSLOV¶social class´ (Reay 1998a:160). This may appear to be the case in the context 
of public schools in Pakistan due to the general perception of the public and teachers 
that the majority of parents that send their children to state schools are poor and 
illiterate (Khan et al. 2005). 
In addition to practical maintenance, and the educational work of mothers, Reay also 
explored an often obscured dimension of mothering that pertains to mothers¶ 
emotional work concerning their children and their education, involving emotional 
labour and interaction both in the home and school contexts. Whilst Reay (1995a:182) 
makes a valid point in saying that ³PRWKHUVQHHGWRPRQLWRUWKHLUFKLOGUHQ¶VHPRWLRQDO
well-EHLQJ LQ WKH VFKRROLQJ FRQWH[W DORQJVLGH WKHLU HGXFDWLRQDO SHUIRUPDQFH´ LW
seems that the fathering role has been relegated to a side: ³it is mothers who are 
XQGHUWDNLQJ WKLV ZRUN QRW IDWKHUV´ There may be a number of mothers supporting 
their children on their own and as a couple, mothers, compared to fathers, may have 
the fair/greater share of the emotional labour spent on children. However, the truth of 
the matter may be that the fathering role plays a crucial role in the whole process and 
therefore it appears that a generalisation has been made here for showing them 
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lacking and not contributing emotional input and energy into the equation of their 
FKLOGUHQ¶V well-being and progress.  
Nevertheless, what Reay points out is that emotional work is part-and-parcel of the 
mothering role, which seems inherently tailored and gravitated towards supporting 
and helping children in the myriad of issues they face in their home and school 
contexts regarding their educational, social and personal contexts. However, Reay 
argues that WKHPRWKHUV¶HPRWLRQDOVXSSRUWis not a one-off matter: 
Emotional support was a daily part of what mothers did. A crucial component 
of mothers' work was to ease their child's school passage, to intervene when 
their child felt unhappy, unconfident, or when they felt they had been unfairly 
treated. (Reay 1995a:183) 
This means that the emotional support of mothers involves hard labour, which 
mothers bear and absorb given their respective background and individual coping 
strategies. :KDWVHHPVFOHDUIURP5HD\¶VILQGLQJVLVWKDWZKLOVWPLGGOH-class mothers 
evidently were well suited and adapted to tackling and addressing issues of emotional 
nature concerning their children in both home and school fields, it was predominantly 
the working-class mothers that had to bear the brunt of the stress and anxiety 
associated with tackling issues of their children. Reay (1995a) uses terms such as 
µemotional wear and tear,¶ µemotional strain,¶ µemotional labour,¶ µHPRWLRQDOWHQVLRQ¶
µHPRWLRQDOFRVW¶DQGµQHJDWLYHHPRWLRQDOFRQVHTXHQFHV¶WRSRUWUD\WKHXQGHUO\LQJWROO
the mothering role carries by supporting and helping their children. However, in this 
emotional quagmire, the voices of the working-class mothers seemed loud and clear:   
« often working-class women's support was characterised by lack of 
knowledge of appropriate educational standards, and uncertainty and self 
doubt about their competence as educators «>WKH\EULQJ@« a habitus shaped 
by extremely negative experiences of schooling to the competitive field of 
contemporary education [which] makes parental involvement a very stressful 
affair «>)RU WKH ZRUNLQJ-class mothers] working with children on 
educational tasks was accompanied by extremely ambivalent feelings, as well 
as psychological barriers the middle-class women rarely had to negotiate. 
«As a consequence, many of the women often found it extremely difficult to 
disentangle themselves emotionally from their child's school performance. 
(Reay 1995a:185-86)  
8QGRXEWHGO\ ZKDW LV HYLGHQW IURP 5HD\¶V GLVFXVVLRQ LV WKDW the mothering role 
carries enormous weight that may not have parallels considering that with the 
fathering role. Yet, it may seem unreasonable to overstress the importance and 
significance of the mothering role without due regard and acknowledgement of the 
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role of fathers in support of their children. Therefore, one may argue that in the 
patriarchal traditions and undertones, dominated by masculinities and related images 
DQG WUDGLWLRQVRIPHQ¶VV\PEROLFDQGDFWXDOGRPLQDWLRQ, women are subjugated and 
relegated to roles that are stereotyped as auxiliary and unimportant, both in the West 
in many subtle ways and in the East more bluntly and in very crude forms. Yet, the 
truth of the matter seems to be that ERWKPRWKHU¶VDQG IDWKHU¶V UROH LV UHFLSURFDWRU\
and each is no less important than the other. Having said this, as one of the interests of 
my study was also to explore what mothers say, talk about and do in their everyday 
life about engaging with their children and working towards the various aspects of 
their education, issues of gender and the mothering role have also been of interest to 
this study (see Chapters Five-Eight). 
,QDVLPLODUYHLQWRWKDWRI5HD\¶VBorg and Mayo (2001) conducted their research in 
a predominantly working-class area in a state primary school, whilst working as 
coordinators on a parental involvement project in Malta. They gathered data through 
semi-structured interviews with a number of stakeholders, including parents and 
teachers. Drawing inspiration from the writings of Paulo Friere and others in the field 
of critical education, Borg and Mayo (2001) explored the issues that parents and 
teachers shared with them after the project was in its second year. Whilst the authors 
describe the project as successful in many ways in terms of parental involvement and 
bringing parents and teachers closer together, there were still a number of issues, 
which seemed grounded in the dynamics of parental social class and related structural 
LPEDODQFHV RI WKH VFKRRO )RU LQVWDQFH WKH VFKRRO ZDV SHUFHLYHG DV µVWLFNLQJ WR LWV
WUDGLWLRQDO UHPLW¶ %RUJ 	 0D\R  WR WHDFK FKLOGUHQ LQ FODVVURRPV WKXs, 
there were fewer chances for creative works and parental involvement. These findings 
may resonate with the perceptions and experiences of parents and teachers in my 
study. 
The authors also identified issues of power dynamics and teacher fear of parental 
encroachment of their professional role. In addition to some of parental structural 
limitations that prevented the majority of parents from participation in school 
DFWLYLWLHV³SUHMXGLFHDJDLQVWWKHLGHDRISDUHQWDOLQYROYHPHQW>ZDV@WKHPDMRUREVWDFOH
in the way of developing a genuine parental involvement programme within the 
VFKRRO´ %RUJ 	 0D\R  From a theoretical standpoint, this seems to 
indicate that reworking the habitus of stakeholders towards alternative and 
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participatory practices and adapting the field dynamics of school accordingly is a 
process that spans across time and space.  
In considering to shift the perception and role of SDUHQWVIURPµDGMXQFWV¶WRµVXEMHFWV¶
Borg and Mayo (2001) propounds an emancipatory model of parental involvement 
that is rooted in an understanding of parents as capable individuals having creative 
and critical repertoires. Borg and Mayo conclude that only by considering parents as 
µVXEMHFWV,¶ IURP WKH GLPHQVLRQ RI social collectivity, that the potential for their 
contribution may be seen as making a difference, which PD\ OHDG WR FKDQJLQJ³WKH
IDFHRIWKHVFKRRO´DQGUHFODLPLQJVFKRROV³DVVLWHVRIVWUXJJOHIRUSHUVRQDODQGVRFLDO
HPSRZHUPHQW´%RUJ	0D\R 
)ROORZLQJ%RUJDQG0D\R¶VWKHPHRIconsidering parents from µDGMXQFWV¶ to 
µVXEMHFWV¶ Hanafin and Lynch (2002) H[SORUHG µSHULSKHUDO YRLFHV¶RIZRUNLQJ-class 
parents and their views on home-school links, focusing on issues and patterns of 
social class and educational disadvantage. The authors conducted group interviews 
with parents of pupils in a primary school that was in a disadvantaged area scheme in 
the Republic of Ireland. Of the 222 notes that Hanafin and Lynch sent to parents, 35 
parents initially showed their interest, from which only 21 participated in the research. 
However, the authors found that their informal conversations with class teachers 
suggested that the parents who took part in their research were described by the 
teachers DVµLQWHUHVWHG¶RUµYHU\LQWHUHVWHG¶LQWKHLUFKLOGUHQ¶VVFKRROLQJ+DQDILQDQG
Lynch (2002:38) argue, ³If this is the case, then other parents may feel even more 
DOLHQDWHGDQGH[FOXGHGIURPWKHLUFKLOGUHQ¶VVFKRROLQJWKDQGRWKHVHSDUHQWV´  
There may be a number of reasons for the non-participation of thH µDOLHQDWHG¶ DQG
µH[FOXGHG¶ SDUHQWV, including both parental background factors and experiences and 
that pertaining to school contexts and structures. What seems implicit here is that, 
those parents who were described as µLQWHUHVWHG¶ DQG µYHU\ LQWHUHVWHG¶ in their 
FKLOGUHQ¶V VFKRROLQJ may have been so because their habitus was in a state of 
³WUDQVLWLRQ IURP RQH KDELWXV WR DQRWKHU´ (Friedmann 2005:319). This transitional 
phase may have kick started a process of change, adjustment and improvement in 
parental habitus, which gave way to developing structures and practices for the 
parents to reduce educational disadvantage in their own and WKHLUFKLOGUHQ¶VOLIHThis 
may be the case in my study, as some of the parents who participate in the research 
may seem genXLQHO\ LQWHUHVWHG LQ WKHLU FKLOGUHQ¶V HGXFDWLRQ DQG IXWXUH
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motivated to share their perceptions and experiences about their relations with 
teachers and school (see Chapters Seven and Eight). However, there may be a 
number of other potential parent-participants, who despite showing their willingness 
to volunteer may not participate in the study, which may have been due to numerous 
reasons, including a feeling of µDOLHQDWLRQ,¶µH[FOXVLRQ¶DQGµIHDU¶IURPWKHVFKRRODQG
institutionalised bureaucratic structures (see Chapter Four). Again, it may not mean 
that the rest of the parent population who may not participate or are not asked to 
SDUWLFLSDWHZRXOGQRWEHLQWHUHVWHGLQWKHLUFKLOGUHQ¶VHGXFDWLRQ5DWKHULWPD\EHWKDW
in structures and contexts, such as in Pakistan, where it may be unusual for the 
schools and teachers to have interaction with parents, parents may feel that they do 
not have the necessary skills and knowledge that they can be involved and engaged in 
WKHLU FKLOGUHQ¶V VFKRROLQJ. They may therefore resist and avoid exploring such 
unchartered territories. 
Hanafin and Lynch (2002) adopted an informal group interview approach to hold 
meeting with the parents in three separate groups, with each group meeting for three 
rounds respectively. HDQDILQ DQG /\QFK¶V VWXG\ focused on three areas, which the 
parents identified for their discussion: issues within the classroom, issues within the 
school, and issues regarding home-school links. 
Hanafin and Lynch (2002) found that parents saw both their peripheral and proximal 
involvement in school as unsatisfactory. Parents not only criticised the various aspects 
of school that pertained to their involvement on the various committees and boards, 
and related formal meetings and casual visits, they also felt that they did not have 
SRZHU RYHU PDQ\ PDWWHUV DQG WKHUHIRUH IHOW WKDW ³WKH\ ZHUH UHTXLUHG PHUHO\ WR
µUXEEHU-VWDPS¶ GHFLVLRQV DOUHDG\ PDGH E\ VFKRRO DXWKRULWLHV´ +DQDILQ & Lynch 
2002:46). Moreover, Hanafin and Lynch found that parents felt unwelcome when they 
YLVLWHG WKH VFKRRO DQG UHSRUWHG ³IHHOLQJV RI DQ[LHW\ QHUYRXVQHVV DQG LQWLPLGDWLRQ
ZKHQ PHHWLQJ LQGLYLGXDO WHDFKHUV´ S )URP DOO WKLV the authors conclude that 
from parental perspectives, the school and school personnel wanted parental 
involvement, but not beyond their symbolic and auxiliary role which included fund-
raising and related peripheral support activities. Refuting the notions of working-class 
parents having a cultural deficit, Hanafin and Lynch (2002) conclude that throughout 
their study parents demonstrated that they were informed, interested and concerned 
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DERXWWKHLUFKLOGUHQ¶VHGXFDWLRQ7KHIDLOXUHRISDUHQWDOQRQ-engagement therefore lay 
with the structures and practices of the school: 
Failure to participate in the schooling process cannot be attributed to lack of 
interest among these parents. Responsibility lies rather with the structures and 
SUDFWLFHVRIWKHVFKRROV\VWHP«+DQDILQDQG/\QFK 
+DQDILQDQG/\QFK¶VILQGLQJVreverberate throughout the literature that has a 
focus on the GLVFRXUVH RI µclass¶ LQ WKH UHODWLRQV EHWZHHQ parents and schools. 
Therefore the truth of the matter seems to be that in practice despite much 
appreciation, legislation and related structural and procedural mechanisms, even in 
well engaged communities and schools (from time to time, such as in the West) 
parents and teachers may still be at loggerheads with each other. In communities and 
societies, such as in Pakistan, there is more likelihood of structural discordance and 
dissonance in social and cultural practices. Parents and teachers may, therefore, seem 
³SROHVDSDUWnot in what they want from [each other]´&UR]LHU	'DYLHV 
but in how they can activate and appropriate structures to get what they can achieve 
mutually, by working with one another (see Chapters Five-Eight). In home-school 
relations, depending on the context and school structures, collaboration and 
contestation may typify interactions between parents and teachers, which is what 
Lewis and Foreman (2002) explored in their ethnographic study of two elementary 
schools in the US.  
Whilst Lewis and Foreman describe their study schools having a great deal of parental 
participation, the schools nevertheless had contrasting social backgrounds, positioned 
along the middle-class and working-class continuum. In examining why the 
relationships between parents and schools were so different in the two schools, Lewis 
and Foreman (2002) focused on the role of social class and school culture in shaping 
home-school relations. In focusing specifically on the relational aspect of µclass¶ as 
played out in parent-teacher interactions, Lewis and Foreman (2002:2) make a point 
that class and status symbols may be open to interpretation, which may be grounded, 
shaped and better understood in the respective school cultures. This means that in the 
³FRPSOH[ SURFHVV RI KRPH-school relationship building, the role of social class, 
particularly with regard to status, power, and authority, is often relational rather than 
absolute, with neither teachers nor parents, universally powerful or powerless´ (Lewis 
and Foreman 2002:4, referring to Connell et al. 1982). Therefore, Lewis and Foreman 
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(2002:5) argue, ³VRFLDOFODVVLVQRWPHUHO\DEDFNJURXQGVRFLDOIDFWEXW LVDQDFWLYH
SDUWRI HYHU\GD\ UHODWLRQV´ which is inextricably linked to cultural capital and class 
habitus that shape everyday interactions in a multitude of ways.  
The authors therefore lay a strong theoretical and analytical framework for the social 
class as a significant component that underpins and enmeshes with school culture to 
create the myriad ways in which interactions between parents and teachers are 
structured and influenced differently in socially contrasting schools that may appear 
to have a great deal of parental participation. To achieve these aims, Lewis and 
Foreman (2002) spent four months each in the study schools and adopted naturalistic 
participant observation approach to observe students, teachers and parents in their 
respective settings, in various classrooms, in the faculty lunchroom, in the main 
office, and other parts of the schools. In addition, the authors collected local 
documents and conducted informal interviews with numerous school community 
members. The racial and ethnic makeup of students and staff at the school located in a 
predominantly middle-class area consisted mainly of European American population 
(86% students, 89% school personnel). However, the racial and ethnic makeup of 
students and staff at the school located in the predominantly working-class area 
consisted of a mixed population (students: 44% African-American, 28% Latino, 26% 
others; teachers: 20% African-American, 33% Latino, 47% others).  
According to Lewis and Foreman (2002:5) although many interactions between home 
and school are of a structured and formal nature WKH\ZHUH ³PRUH LQWHUHVWHG LQ WKH
unstructured and informal-that is, the everyday interactions that are the substance of 
home-VFKRRO UHODWLRQV´ The authors therefore adopts a micro-interactional 
perspective that specifically takes into account the nuances and structures that are 
impacted upon by the school culture, which in turn is shaped and structured by the 
interacting individuals who have stakes and purpose in working closely with one 
another. In some ways, the focus of my research falls along these lines and is 
therefore more attuned to issues and aspects of parents and teachers in the Pakistani 
secondary schools that may not be seen as structured along formal and institutional 
lines, rather based more on individual preferences and practices and instigated on 
individual needs and requirements. Therefore, alongside social class, the focus of the 
present research is on a number of issues, including, gender, power, barriers, and 
various aspects of communications and interactions between parents and teachers 
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based on individual and collective orientations that are driven, shaped and structured 
by the habitus of the agents and various social and institutional fields (see Chapters 
Five-Eight). 
In most research literature, the depiction of schools operating in middle-class areas is 
one that shows a predominantly close working relationship with their middle-class 
population and that for schools operating in working-class areas to remain poles apart 
from their working-class and poor parent population. However, /HZLVDQG)RUHPDQ¶V
(2002) research diverges from this perspective. The authors demonstrate that too 
much of parental involvement that hinges on the middle-class notions of parental 
empowerment and involvement, without proper and necessary procedures and checks 
and balances in place, leads to contestation between teachers and parents in schools 
that serve a middle-class population. In this regard, Lewis and Foreman (2002) found 
that ZKLOVW³teachers were not discouraging all forms of parental LQYROYHPHQW´S
WKH\ VWUXJJOHG WR UHDVVHUW WKHLU ³DXWKRULW\ RYHU WKH FODVVURRP´ DQG to guard their 
³SUHFLRXVDXWRQRP\DORQJZLWKWKHLUVHQVHRISURIHVVLRQDOLVPS´  
,Q DGGLWLRQ WKH WHDFKHUV¶ ³GDLO\ H[SHULHQFHV ZLWK SDUHQWV YROXQWHHULQJ LQ WKHLr 
FODVVURRPVZHUHDOZD\VILOOHGZLWKDPELYDOHQFHLIQRWRXWULJKWUHVHQWPHQW´(Lewis & 
Foreman 2002:11). Moreover, there was a feeling of distrust amongst teachers that 
FHQWUHGRQLVVXHVVXFKDV³VWUXJJOHVRYHUUHVRXUFHVIHHOLQJVRIGLVUHVSHFWFRPSHWLQg 
DJHQGDVDQGVWURQJIHHOLQJVDERXWWKHQHHGWRFRQWUROSDUHQWSDUWLFLSDWLRQ´/HZLV& 
Foreman 2002:12). Despite the fact that the school and parents had the same goals, 
the underlying assumptions of both teachers and parents underpinned competing 
agendas and visions, due to which conflict arose about how to reach their goals 
(Lewis & Foreman 2002). $VWHDFKHUVIHOW³OHVVVHFXUHLQWKHLUDXWKRULW\DQGSRZHU´
DQGVWUXJJOHG³ZLWKSDUHQWVRYHUFRQWURODQGDXWRQRP\´LWGLYHUWHG³WKHLUIRFXVDZD\
from the besW LQWHUHVWV RI WKH FKLOGUHQ LQ WKHLU FODVVURRPV´ /HZLV & Foreman 
2002:14-15).  
However, compared to the middle-class school culture, the authors depict a 
contrasting dimension of the working-class school community, which underpins 
collaboration and positive school culture between parents and teachers. In this regard, 
Lewis and Foreman (2002) show that despite the school being located in a relatively 
underprivileged area and with low social class determinants, the school leadership and 
teachers created a culture whereby power and authority were shared with parents that 
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led to a close working relationship and collaboration between the teachers and 
parents. This culture was exemplified in a number of ways. For instance, comments 
like µZH¶UH D FRPPXQLW\¶ DQG µMRLQW XQGHUWDNLQJ¶ PHDQW WKDW WKH VFKRRO FRQVLGHUHG
SDUHQWV WR EH DQ LPSRUWDQW ³SDUW RI WKH school culture [and wanted them] to be 
HQJDJHGZLWKWKHHGXFDWLRQDOSURFHVV´/HZLV	)RUHPDQ 
7KHUHIRUH LW ZDV LQ WKLV VSLULW WKDW ³LQ PDQ\ GLIIHUHQW ZD\s, the ownership of the 
VFKRRO WKHFKLOGUHQDQGVFKRRODFWLYLWLHVZDVVKDUHG´/HZLV	)RUHPDQ 
Moreover, the authors found that not only the school philosophy underpinned the idea 
of respect between parents and teachers, parents and teachers boWKYDOXHGHDFKRWKHU¶V
knowledge and input. The overarching purpose of the school culture therefore centred 
DURXQG FRPPXQLW\ EXLOGLQJ ³LQ ZKLFK SDUHQWV ZHUH VHHQ DV SDUWQHUV UDWKHU WKDQ
simply clients or consumers, and in which parents treated teachers as professionals, 
QRWDV WKHUHFLSLHQWVRI WKHLU WD[PRQH\´/HZLV	)RUHPDQ7KHDXWKRUV¶ 
PDLQ FRQFOXVLRQ IURP WKHLU UHVHDUFK LV WKDW ³IRU VFKRRO SHUVRQQHO DQG SDUHQWV WR
develop strong and meaningful relationships, they must begin from a base of mutual 
UHVSHFWDQGFDULQJ´/HZLV	)RUHPDQ.  
Whilst Lewis and Foreman focused on unstructured and informal aspects of 
interactions between parents and teachers, Weininger and Lareau (2003) researched a 
structured and formal component of schools: parent-teacher conference. The authors 
used detailed transcriptions of recorded conferences in two contrasting settings i.e. an 
affluent middle-class school predominantly consisting of a White parent population 
and a working-class school located in a poor neighbourhood that consisted of Asian, 
Hispanic (5%), Black (40%), and White (55%) parent population. With a focus on 
interaction at the micro-level, Weininger and Lareau (2003:400) analysed two aspects 
RIFRQIHUHQFHV³WKHH[FKDQJHRILQIRUPDWLRQDQGWKHDXWKRULW\VLWXDWLRQ´ 
Not surprisingly, the authors found stark disparities between parental interactions 
owing to their social origins. Regarding exchange of information, Weininger and 
Lareau (2003:400) discovered that the middle-FODVVSDUHQWV ³GHPRQVWUDWed a greater 
FDSDFLW\ WR DEVRUE HGXFDWRUV¶ DVVHVVPHQWV GLDJQRVHV DQG UHFRPPHQGDWLRQV DQG WR
elicit potentially useful information from them, than did their working-class and poor 
FRXQWHUSDUWV´$VUHJDUGVDXWKRULW\G\QDPLFV³PLGGOH-class parents were more likely 
WR FKDOOHQJH WHDFKHUV¶ HYDOXDWLRQV RI WKHLU FKLOGUHQ DQG WR HYDOXDWH WKH WHDFKHUV
themselves; they were also likely to request (and receive) efforts from the teacher 
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LQWHQGHG WR GHDO ZLWK FKLOGUHQ¶V QHHGV RU SUREOHPV RQ DQ LQGLYLGXDOLVHG EDVLV´
(Weininger & Lareau 2003:400). On these two counts, middle-class parents were able 
to secure tangible benefits for their children more effectively compared to their 
working-class and poor counterparts (Weininger & Lareau 2003).  
In explaining further the leverage that middle-class parents have over their 
interactions with teachers and controlling the structure and flow of conversation in the 
school settings (such as conferences), Weininger and Lareau (2003) argue that 
middle-class parents were reactive to various unfolding situations. This not only 
KHOSHGWKHPWRVWHHU³WKHFRQYHUVDWLRQLQDSDUWLFXODUGLUHFWLRQ´WKH\ZHUHDOVRDEOHWR
FRXFKWKHLU³FULWLFLVPRIWKHWHDFKHUVLQDQLQQRFXRXVVRXQGLQJSODWLWXGH´ (Weininger 
& Lareau 2003:400). In addition to their social position, the competitive and assertive 
edge that middle-class parents had over teachers contributed to their effectiveness in 
school settings that cannot be easily instilled (Weininger & Lareau 2003). This 
implies that in such instances, the school culture may not exhibit an ethos in which 
parents and teachers see each other as equals. They may therefore not share the 
ownership of the school; they may operate on a philosophy based on mistrust, 
disrespect and contestation (Lewis & Foreman 2002). Of particular importance and 
relevance to the present study is the fact that, in the context of Pakistani secondary 
schools, given the status and class differences, reinforced by the institutionalised 
notions of power and authority, many teachers (holding middle-class positions) may 
assert their authority and power over the working-class and poor parents. This may 
have implications for their relations with one another (see Chapters Five and Six).  
Following Weininger and Lareau (2003), Kroeger (2005) set out to explore multiple 
perspectives of middle-class parents upon school activity, by situating her work 
within a framework influenced by a reform effort that was geared towards creating 
and supporting diversity and community within a school. Drawing upon BakKWLQ¶V
concept of Heteroglossia, the author aimed to interpret the actions and motivations 
among parents by sketching their ethnographic portrait in a diverse urban primary 
school. .URHJHU¶V ILQGLQJV DUH FOHDUO\ SLWFKHG EHWZHHQ WKH PLGGOH-class dominant 
parents and the working-FODVV µRWKHUV¶ WKDW normally are depicted as having less 
power and related structures. Kroeger (2005:2-FRQWHQGVKHUILQGLQJVVKRZ³VRFLDO
checks and balances, highlighting the individualistic, collectivist, and seemingly inter-
reliant manner in which middle-class parents operated vis-à-vis school people, 
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children, and other parents, who came from the minority with respect to language, 
VRFLDOFODVVDQGHWKQLFLW\´ 
.URHJHU  FODLPV WKDWKHU DQDO\VLV VKRZV³WKH VWURQJSODFH of middle-class 
parents in an evolving ecology, thus fostering a realm of potential and contention for 
HYHU\RQH´However, tKHDXWKRU¶VPDLQDUJXPHQWDQGFRQFOXVLRQVHHPVKLGGHQZithin 
a web of embedded arguments, and textual and contextual mazes. She seems to argue 
that whilst the middle-class parents exhibited cultural dominance and overshadowed 
various activities at the school, the transitory nature of the school culture (ecology) 
meant that in addition to their hegemonic stance, several middle-class parents spanned 
boundaries or switched sides that seemed to help towards creating an ethos of 
community within the school. More specifically, the findings seem to imply that due 
to the middle-class parental involvement and influence in school, working-class 
parents, children and related school people also seemed to derive benefits; there were 
more opportunities for them to incorporate in their habitus, the structures, practices 
and skills that middle-class parents had and made use of in their interaction in the 
school. Concerning my study, teachers and parents may also exhibit and share 
glimpses of such perceptions about their experiences and interaction with one another 
(see Chapters Five-Eight). 
In a similar vein, Jones (2007) chose to present four cases studies that she drew from 
her three-year ethnographic study of girls and their mothers in a high-poverty 
predominantly white community. Using critical and feminist theories of social class, 
Jones aimed to highlight psychosocial tensions within the triad of mother, daughter 
and teacher-researcher and to argue that middle-class teachers and ethnographers need 
to adopt a reflexive stance when working with children and parents across the social 
class divide.  
*URXQGLQJKHUZRUN LQ%RXUGLHX¶V WKHRUHWLFDO IUDPHZRUNof social class and capital 
discourse, Jones (2007) adopted a psychosocial lens on class for better understanding 
the lives and perspectives of girls and mothers. The portrayal and interpretation of the 
case studies of the girls and mothers led Jones to conclude that the mothers saw 
VFKRROV DV ³DUPV RI VWDWH´ ZKLFK WKH\ ³DEKRUUHG DQG ULGLFXOHG´ DQG ³feared´
(2007:173). In the lives of mothers, there is therefore an inherent and ongoing tug-of-
war, which not only has social and material implications and significance, but it also 
touches deeply the emotional and psychic beings of the mothers intensely (Jones 
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2007). Only by unravelling and looking at the complexities and intricacies of the 
interplay between the ³psychological and social implications of living on the lower 
UXQJVRIDVRFLHWDO ODGGHU´WKDWRQHFDQEHJLQWRVHHDQGDSSUHFLDWHWKHG\QDPLFVRI
³EHLQJFRQVWUXFWHGDVXQGHVLUDEOHRWKHUDQGOHVV-than-LGHDOPRWKHU´ (Jones 2007:173). 
Therefore, in home-school relations: 
Interactions that are saturated with fear (or suspicion, or anger, or resentment) 
can be detrimental in the educational experiences of children and families and 
unproductive for teachers and school authorities who work to transform 
systemic inequities (Jones 2007:173). 
These dimensions of interactions may therefore reverberate through the perspectives 
and experiences of parents and teachers in the context of my study (see Chapters 
Five-Eight). Undoubtedly, -RQHV¶ UHVHDUFKhas a specific focus on the psychosocial 
dimensions of the lives of girls and mothers and lays bare the intricacies and 
implications of what it entails to be living in high-poverty. It is in this spirit that 
gender issues and the perspectives of mothers and their role and place in the dynamics 
of home and schools and in their FKLOGUHQ¶VOLYHVLVRILQWHUHVWWRmy research. Their 
experiences therefore may resonate with -RQHV¶ VWXG\ DQG DOVR EHFDXVH many 
patriarchal traditions and socio-cultural practices in Pakistan and specifically in the 
Pashtun culture may not only create spaces of exclusion and seclusion for mothers 
and women but also EH D FDXVH RI µmasculine domination¶ %RXUGLHX  (see 
Chapters Five-Eight, especially Sections 5.2.3, 6.2.4, 7.1.5, 7.3.5, 7.3.6, 8.1.3). Due 
to the nature and focus of her study, Jones needed to form strong bonds and construct 
pathways into the lives of the girls and mothers not only to explore the psychosocial 
dimensions of their lives, but also IRU JDLQLQJ WKH SDUWLFLSDQWV¶ WUXVW VKH QHHGHG WR
override the social class divide, and consequently adopting a reflexive stance. Whilst 
the nature of my research required that, I adopt an objective stance, nevertheless, to 
develop a good rapport with the research participants and therefore to gain their trust, 
I endeavoured to neutralise as far as possible DQ\IHHOLQJVRIWKHGLFKRWRP\RIµFODVV;¶
I also tried to maintain a reflexive stance throughout the research study (see Chapter 
Four). The next section explores secondary school literature that focuses on the 
interplay between class and parent-teacher relations. 
The secondary school context  
As I indicated at the beginning of this section, there has been a dearth of research 
concerning parent-teacher relations at the secondary school level. However, using 
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both ethnographic and sociological methodologies, some researchers have ventured 
into these uncharted waters to explore its tides and currents from a number of 
perspectives, including social class discourse (Roberts 1980; Connell et al. 1982; 
Johnson & Ransom 1983; Crozier 1997, 1998, 1999a, 1999b, 2000, 2005a; Crozier & 
Davies 2007, Reay 2001b, 2006; Vincent 2001). 
Although not specifically from the secondary school context, Roberts (1980) 
theoretical perspectives on social class and parents and schools provide insight into 
the dynamics of class divide between the middle- and working-class. He supports his 
argument with literature and argues that working-class parents and their culture 
should not be blamed for WKHLU FKLOGUHQ¶V VFKRRO DWWDLQPHQWV; rDWKHU ³PLGGOH-class 
LQWHUHVWV « DUH UHVSRQVLEOH IRr the persistence of inequalities in educational 
RSSRUWXQLW\´5REHUWV 
Talk of inequalities in education makes Making the Difference (Connell et al. 1982) 
one of the pioneering empirical research works with a specific focus on secondary 
schools, which eloquently portrays the complex interplay between home and school 
and their population along social fault-lines broadly classified into two groups, 
µruling-FODVV¶ DQG µZRUNLQJ-FODVV¶Connell et al. (1982) conducted their research in 
twelve Australian schools. In all, the authors conducted 424 interviews with 
participants from both private and public schools, which included interviews with 
students (100), parents (196), teachers (118), and principals (10). The central focus of 
WKHDXWKRUV¶UHVHDUFKLs about ³social relations´ as much as DERXW³social differences´ 
(Connell et al. 1982:9, emphasis in original). By charting the life trajectories of 
families and their children, Connell et al. shed light on differences in their social and 
contextual backgrounds that are structured and determined in the way working-class 
and ruling-class differ in their attitudes, behaviours and interactions within their 
respective home contexts and in schools.  
Far from presenting a basic dichotomy between working/middle class continuum, 
Connell and her colleagues construct and present a sociological landscape that criss-
crosses through a number of issues, such as inequality and stratification, authority and 
power, class-consciousness and class struggles, gender and patriarchy. Underpinning 
all these issues is the question of µwhy educational inequality?¶ the answer to which is 
that ³the schools are designed to produce LW´ &RQQHOO et al. 1982:189). This 
establishes the classificatory role of schools and school systems that privileges some 
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and disadvantages others because of their social class standing and status. In the 
context of Pakistan, the classificatory role of public schools may be more prominent 
because schools may have deeply embedded stratifying and inequality undertones and 
signifiers±which are a recipe for reproduction of disadvantage among the 
working/lower classes±primarily because of a socially stratified society and also 
because of a number of parallel systems of education (Rahman 2004).  
Following Connell and her colleagues, Johnson and Ransom (1983) conducted 
interviews with 109 families of secondary school children that were predominantly 
from working-class background. Before presenting their findings, the authors chart 
the historical and contextual background of home/school relations with an emphasis 
on themes relevant to secondary schools. Thereafter, Johnson and Ransom provide an 
account of their empirical research that include among others: nature of contact 
between parents and their secondary school teachers, relations between parents and 
their children, what the school asks of parents and reassessing family-school 
relationship.  
In discussing the nature of parent-teacher relations and contact, the authors present a 
descriptive portrait of the functional aVSHFWV RI WHDFKHUV¶ DQG SDUHQWV¶ FRQWDFW that 
centres around parentV¶ evenings, parental attendance at these evenings, parentV¶ 
associations, and related gatherings and informal contacts. Whilst highlighting the 
positive perceptions teachers had about pareQWDOLQYROYHPHQWDQGFRQWDFWWKHDXWKRUV¶
discussion of the mechanics of parental contact with the school hardly moves beyond 
the descriptive and functional level of interaction. However, regarding parents and 
WKHLUWHHQDJHFKLOGUHQ¶VUHODWLRQVJohnson and Ransom discuss an array of issues that 
DSSHDUWRKDYHDQRYHUDUFKLQJLQIOXHQFHRQERWKSDUHQWVDQGFKLOGUHQ¶VDWWLWXGHVDQG
behaviours concerning their own selves as well as in relation to schools and teachers. 
These include for instance, parental responsibility of and influence on their children, 
transition of children from primary to secondary levels, changes in family 
relationships and perspectives over time influencing their views, fathers¶ involvement 
in secondary schools and parental experience of the value of parent-teacher contact.  
In discussing µwhat the school asks of parents,¶ Johnson and Ransom¶V 3:83) 
argument seemed to carry a pinch of parental deficit in the way and manner they were 
³UHTXLUHG´ E\ WKH VFKRRO DQG WHDFKHUV WR VXSSRUW DQG prepare children to send to 
VFKRRO7KHDXWKRUV¶XQGHUO\LQJGLVFXVVLRQVHHPVWRUHYROYHDURXQGWKLVSHUVSHFWLYH
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when they focus and discuss SDUHQWDOSHUVSHFWLYHVRQ LVVXHV WKDW LQFOXGHFKLOGUHQ¶V
VFKRRO DWWHQGDQFH FKLOGUHQ¶V KRPHZRUN JLYLQJ WKH VFKRRO Lnformation about the 
family, helping the school financially, educational decision making in school, and 
home-EDVHGVXSSRUW IRU WKHLUFKLOGUHQ¶VHGXFDWLRQHowever, following Johnson and 
Ransom, we find that some authors (e.g. Crozier 1997; Crozier & Davies 2007) with a 
specific focus and interest in secondary schools have used a number of theoretical 
paradigms and conceptual lenses to explore the myriad issues of home-school 
relations.  
In the UK and probably in the mainstream research elsewhere, Gill Crozier has 
conducted by far the most exhaustive studies on the role of social class (including 
others such as race, gender, power, and ethnicity) in home/school and parent-teacher 
relations with a specific focus on secondary schools (Crozier 1997, 1998, 1999a, 
1999b, 2000, 2005a; Crozier & Davies 2007).  
Against a EDFNGURSRIWKH*RYHUQPHQW¶Vincreased statutory rights for and promotion 
of the role of parents in education that also underpinned a changing attitude towards 
parents by teachers and schools, Crozier (1997) explored parental involvement and 
WKHSRVVLEOHLQIOXHQFHVRIWKLVXSRQFKLOGUHQ¶VVFKRROLQJ. Against such a background, 
the author focuses her discussion around four key themes: parents as consumers, 
parental perception of their role in their childUHQ¶VHGXFDWLRQSDUHQWDOXQGHUVWDQGLQJ
RIWKHLUFKLOGUHQ¶VHGXFDWLRQDOQHHGVDQGQHWZRUNLQJDQGSDUHQWV¶UHODWLRQVZLWKWKH
teachers/school (Crozier 1997).  
The underlying contention of Crozier is that class locations have a profound influence 
on the way middle-FODVVSDUHQWV³RSHUDWHDVDFWLYHFRQVXPHUV´DQGDUHµmost active¶ 
about YDULRXV DVSHFWV RI WKHLU FKLOGUHQ¶V HGXFDWLRQ ERWK DW KRPH DQG LQ VFKRRO 
(1997:197). By contrast, although working-class parents have an interest and desire 
for a better futurHIRUWKHLUFKLOGUHQDQGDUHµVXSSRUWLYH¶RIWKLVWKH\FDQQRWSURSHUO\
PDWHULDOLVH WKH µYLVLRQ¶ IRU µWKHLU FKLOG¶V IXWXUH¶ because they do not possess the 
required tools to realise their dreams that their middle-class counterparts possess 
(Crozier 1997:197). Consequently³$V\VWHPZKLFKDGYRFDWHVDVHOI-help approach is 
JRLQJWRGLVDGYDQWDJHWKRVHZKRDUHQ¶WHTXLSSHGLQWKHVDPHZD\DVRWKHUVµWRKHOS
WKHPVHOYHV¶´ (Crozier 1997:197). The same may be true in the context of Pakistan, 
due to a complicated and interconnected set of factors, underpinned by the habitus of 
parents, social and culture practices and related social field dynamics, most parents 
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PD\ UDUHO\ LQWHUYHQH DV µFRQVXPHUV¶ RU RSHUDWH DV DFWLYH DJHQWV LQ WKHLU FKLOGUHQ¶V
school life. 
In a similar vein, and following the above theme, XVLQJµVXUYHLOODQFH¶DVDFRQFHSWXDO
framework, &UR]LHU  LQYHVWLJDWHG WKH QRWLRQ RI µSDUWQHUVKLS¶ EHWZHHQ SDUHQWV
and teachers. She argues WKDWZKLOVWµSDUWQHUVKLS¶HQWDLOV³LQYROYHPHQWFRPPLWPHQW
and responsLELOLW\´ LQSUDFWLFH LW RSHUDWHVDV µGRXEOH-HGJHG¶ LQ WKDWDV³SDUHQWVPD\
FDOOWHDFKHUVWRDFFRXQW´WHDFKHUVPD\XVHWKHQRWLRQRIµSDUWQHUVKLS¶WRH[HUFLVH³D
IRUP RI FRQWURO XSRQ SDUHQWV´ &UR]LHU  Underpinning relations between 
parents and teachers therefore are stakes DQGµLQYHVWPHQWs¶that are precious to guard, 
which signifies that µindividual vested interests¶ and the importance of the role of 
µSRZHU¶XQGHUSLQs such relations (Crozier 1998). Drawing on research data gathered 
from 120 parents and 29 teachers in two secondary schools and utilising mainly 
WHDFKHUV¶ SHUVSHFWLYHs, the author shows the contrasting dimensions of the way 
middle- and working-class parents operate, interact and communicate differently as 
DFWLYHSDVVLYHµFRQVXPHUV¶RUµSDUWQHUV.¶  
Crozier found a number of expressions of middle-FODVVSDUHQWVDVµDFWLYH¶FRQVXPHUV, 
which involved both contestation and collaboration with teachers. For instance, whilst 
middle-FODVV SDUHQWV ZHUH YLHZHG DV µLQWHUIHULQJ,¶ having µpower¶ and µinfluence,¶ 
and exerting µpressure¶ on teachers, though also with positive ramifications, they were 
also seen in a SRVLWLYHOLJKWDVZRUNLQJLQµKDUPRQ\¶DQGKDYLQJµVKDUHGYDOXHV¶with 
teachers and supporting the work of the school, both in school and at home. However, 
apart from intervening actively over disciplinary matters, working-class parents were 
seen as having a µIDLUO\ SDVVLYH¶ UROH LQ WKH DFDGHPLF DIIDLUV RI WKHLU FKLOGUHQ
Moreover, whilst teachers painted a negative picture of parents, with some regarding 
WKHP DV µPDODLVH¶ DQG QRW DZDUH RI WKHLU µUHVSRQVLELOLWLHV¶ Crozier found that the 
parents they interviewed not only showed interest in and were supportive of their 
FKLOGUHQ¶VHGXFDWLRQthey also encouraged their children. This indicated that there was 
D³PLVPDWFKEHWZHHQWHDFKHUV¶DQGPDQ\SDUHQWV¶SHUFHSWLRQRI«>HDFKRWKHU¶V@«
HGXFDWLRQDOUROHVDQGHGXFDWLRQDOYDOXHV´&UR]LHU 
Given the differing roles and the contrasting dimensions of middle-/working-class 
parents underpinned by the promotion of their increased partnerships with teachers 
and schools, Crozier concludes and warns that as parents gain more confidence in 
DSSURSULDWLQJ WKHLU µULJKWV¶ KDUQHVVLQJ WKHLU SRZHU ZLOO EHFRPH PRUH LPSRUWDQW IRU
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schools. Moreover, there wLOODOVREHWKHULVNRIWKHµSRZHUIXOSDUHQW¶KDYLQJWRH[HUW
³WRRPXFKLQIOXHQFHDWWKHH[SHQVHRIWKHOHVVSRZHUIXO´&UR]LHU 
Following on from the above, Crozier (1999a) questioned the assumption that parental 
LQYROYHPHQWLVDµXQLILHGFRQFHSW¶DQGunquestionably DFFHSWHGDVµGHVLUDEOH¶E\DOO
parties concerned. 7KH FRQWH[W LQ ZKLFK &UR]LHU FRQVLGHUHG WKH TXHVWLRQ RI µZKR
ZDQWVSDUHQWDOLQYROYHPHQW"¶ZDVVHWDJDLQVWWKHEDFNGURSRILQWURGXFLQJPDQGDWRU\
Home-School Agreements that were to be signed by all parents. To consider this, the 
author interviewed 60 parents each in two secondary schools and in both schools 
conducted interviews with 29 (14 & 15) teachers, whilst sending a questionnaire 
survey to 474 secondary students to a third school to ascertain their perspective about 
parental involvement.  
In presenting empirical evidence to support her claims, Crozier concludes that 
parental involvement is a complex and diverse issue. This involves different 
stakeholders holding varying perspectives, stakes, claims, aspirations, desires and 
motives, separated not only by their social class standings but also by their specific 
positioning. The policy upon which Home-School Agreement is drawn therefore 
VLJQLILHV D ³QDUURZ XQLILHG FRQFHSW RI SDUHQWDO LQYROYHPHQW´ D Whilst 
UHMHFWLQJ WKH UDWKHU µGHILFLW¶ YLHZV RI WKH SROLF\ FRQFHUQLQJ WKH ZD\ SDUHQWV DUH
PDOLJQHG DERXW WKHLU ODFN RI UHVSRQVLELOLWLHV WRZDUGV WKHLU FKLOGUHQ¶V HGXFDWLRQ the 
author concludes and suggests that parental involvement KDVDµUHODWLRQDO¶GLPHQVLRQ
that needs to be seen as part of the whole learning strategy, involving students, 
teachers, and parents alike (Crozier 1999a:235).  
In focusing on the views of working-class parents to examine the various aspects of 
their role in WKHLUFKLOGUHQ¶VVHFRQGDU\VFKRRO&UR]LHUEDLPHGWRDGGUHVV WKH
underlying constraints that were pitched against a backdrop of expectation of parents 
for more involvement in school and LQWKHLUFKLOGUHQ¶VHGXFDWLRQWhilst also drawing 
on key respondents such as teachers (15) and others concerned, from one case study 
school that represented predominantly working-class community, Crozier focused her 
analysis primarily on data derived from interviews with 58 parents.   
In making a case for her argument, Crozier (1999b) argues that factors such as social 
class, gender relations, ethnicity and power dynamics have an important role in 
constraining (primarily working-class) parents from becoming involved in their 
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FKLOGUHQ¶VHGXFDWLRQDQGVFKRROVIn focusing on some of these factors (primarily class 
as well as power &UR]LHU¶V ILQGLQJV UHYHUEHUDWH WKURXJK HDUOLHU OLWHUDWXUH DQG KHU
previous research work. In a continuation of an earlier piece of research (Crozier 
1997), Crozier develops her argument around three key themes: working-class 
SDUHQWV¶ YLHZV RI HGXFDWLRQ SDUHQWDO SHUFHSWLRQ RI WKHLU RZQ DQG WHDFKHUV¶ UROH LQ
UHJDUG WR VFKRROLQJ DQG WHDFKHUV¶SHUVSHFWLYH WKDW DOVR LQFOXGHV DQ HOHPHQWRQ WKHLU
treatment of parents.  
In presenting her findings, Crozier (1999b) argues that, whilst unlike the generally 
KHOGQRWLRQRISDUHQWDOGLVLQWHUHVWHGQHVV LQ WKHLUFKLOGUHQ¶VHGXFDWLRQZRUNLQJ-class 
parents may be more inclined to visit school when their child is in trouble. However, 
she contends that working-FODVV SDUHQWV QRW RQO\ SURYLGH ³FRQVLGHUDEOH HGXFDWLRQDO
VXSSRUW LQDYDULHW\RIZD\VIRU WKHLUFKLOGUHQ´ WKH\DOVR³KROGDVHQVHRIKRSHIRU
WKHLU TXDOLILFDWLRQV´ DQG IXWXUH OLIH E In addition, the author found that 
woven together by a common thread of expectation of schooling was the concern that 
parents had ³DERXW WKHLUFKLOGUHQ¶VKDSSLQHVVDQGZHOIDUH´ in which they were also 
cognisant ³of exposing their children to the potential dangers within the community´ 
whilst they went to school (1999b:318). Moreover, besides that, the majority of 
respondents ³had educational hopes and aspirations for their children,´ and had ³DQ
overwhelming sense of trust placed in the professionals to fulfil their role´&UR]LHU
1999b:319). Such parental aspirations, hopes, expectations and risks associated with 
FKLOGUHQ¶V HGXFDWLRQ PD\ DOVR UHVRQDWH ZLWK WKH SHUFHSWLRQV DQG H[SHULHQFHV RI
parents (both mothers/fathers and in some ways teachers as well) in the present study 
(see Chapters Seven and Eight).  
However, concerning role positioning, Crozier (1999b:320) found that though parents 
viewed their role as complementary to WKDWRIWKHVFKRRO¶VWKH\GLGVRby adopting a 
stance of separation from the teachers and school. In addition, whilst the author 
demonstrates that parents were supportive of their children, socialised with them and 
provided the necessary material resources such as school uniform, the working-class 
parents also 
«H[SUHVVHGDdeference to what they perceived to be a greater knowledge 
held by teachers, whom they saw as being therefore in a better position than 
themselves to carry out the role of educating their child and making the 
relevant decisions. [They not only] placed considerable trust in teachers to 
educate their children but also [in asseVVLQJ@ « their progress and future 
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direction. This trust is based upon their view that as professionals they have 
been trained, and as such it is supposed they have superior knowledge and 
µintelligence¶&UR]LHUE, my emphasis)  
It may appear that given the situated differences of the contexts and cultures, the 
perceptions of the parents described in the above quotation may seem poles apart 
from the ones of my study in Peshawar. Yet, what may appear of interest to many 
scholars is the fact that given the nature and focus of my study, parental habitus and 
the context and structures that underpin their practices may resonate strongly with the 
quotation above (see Chapters Seven and Eight). Moreover, given their experience 
of interaction with parents, many teachers may also echo and present a reflection of 
the findings discussed in the above excerpt (see Chapters Five and Six).  
Against the above backdrop and contrary to the widely held notion of the working-
class having a µGHILFLW,¶&UR]LHUE found that irrespective of social class, the 
majority of parents wanted to know more ³DERXW ZKDW WKHLU FKLOG ZDV GRLQJ LQ
VFKRRO´DQGPDQ\SDUHQWVH[SUHVVHGWKHLUGHVLUHhow ³WKH\FRXOGLQJHQHUDOVXSSRUW
WKHLU FKLOG RU ZLWK KRPHZRUN´ With this in mind, it may seem problematic, 
especially in the context of Pakistan and generally elsewhere that, many teachers may 
not capitalise on this precious and important resource to help support their work and 
enhance the learning and social and cultural experiences of their students. The 
underlying given constraints may be seen to have implications for making contact 
with parents (see Chapters Five and Six). 7KHUHIRUH ³WKH ODFN RI LQIRUPDWLRQ DQG
guidance by the school compounded [by] their own lack of self-confidence in relation 
to academic study, together with their actual lack of school knowledge (curriculum 
FRQWHQW HWF´ IXUWKHU H[DFHUEDWHV ZRUNLQJ-FODVV SDUHQWV¶ FRQILGHQFH LQ WKHLU RZQ
selves and distances them further from the school and the related contrived and 
hierarchical structures (Crozier 1999b:322).  
,Q SUHVHQWLQJ WKH WHDFKHUV¶ SHUVSHFWLYH &UR]LHU E DUJXHV WKDW ZKLOVW PDQ\
SDUHQWV PD\ QRW KDYH EHHQ LQ D SRVLWLRQ WR H[HUFLVH WKHLU µYRLFH¶ because of the 
circumstantial and situational dynamics of their role and position in school, teachers 
not only IHHO µGLVHPSRZHUment¶ they also H[SHULHQFH FRQWLQXRXV µFULWLFLVP¶ DQG
questioning of their µactions¶ This leads them not to welcome parents with open arms 
in light of WKH SDUHQWV¶ greater statutory µpower¶ ZKLFK PD\ EH SHUFHLYHG DV DQ
encroachment on their personal and professional working space. Given this context, in 
the case of Pakistan, unsurprisingly (working-class/poor) parents may not have such 
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µstatutory rights¶ and µawareness¶ regarding how best they can get in touch with their 
FKLOG¶V WHDFKHUV and school. They may be left to grapple with and deliberate on the 
lack of XQGHUO\LQJ GLPHQVLRQV RI WKH µHGXFDWLRQDO NQRZOHGJH¶ &UR]LHU  DQG
structures that are a prerequisite to making effective use of the field in question and 
therefore to call teachers to account (see Chapters Seven and Eight). However, on 
the other hand, due to the preoccupation, complexities and constraints of their work 
(such as overcrowded classrooms, lack of proper training, institutional habitus), 
underpinned by their own constrained and restrained habitus, with an homogenised 
notion and a disadvantaged understanding of parental background, teachers may see 
little possibility in having to contact parents (see Chapters Five and Six).    
However, in interrogating teacher expectation of parental role and behaviour and a 
mismatch between their established models of this that leads to teacher criticism and 
accusation of parental lack of support, Crozier (1999b:324-25) found that some 
teachers had divided the parent group into three categories7KLVLQFOXGHGµDPLQRULW\
RIVXSSRUWLYHSDUHQWV¶ WKDWDVD WRS brass conjured or evoked images of them being 
seen as µsupportive,¶ µinterested in education¶ and prone to having µcritical¶ views. 
The next category of parents, µDODUJHUPLQRULW\¶ZHUHWKRVHthat were likely to attend 
µSDUHQWV¶HYHQLQJV¶saw specific teachers and supported school only in regard to their 
FKLOG¶VLQWHUHVWV7KHILQDOFDWHJRU\EHLQJWKHRYHUZKHOPLQJµPDMRULW\¶were seen as 
aloof or the ones that µGRQ¶WZDQWWRNQRZ;¶they ZHUHVHHQDVµLQGLIIHUHQW¶DQGµnot 
able to cope with their children themselves,¶ or even in some cases, were µKRVWLOH¶ 
towards the school. These categories of teacher expectations of parental roles and 
behaviours may also resonate with teacher perceptions in my study. Notwithstanding 
the contextual differences, teachers may broadly divide parents into two categories, 
LH RQHV WKDW KDYH VRPH LQWHUHVW LQ WKHLU FKLOGUHQ¶V HGXFDWLRQ DQG VRPHWLPH SDy a 
visit (µa larger minority¶ DQG WKH µPDMRULW\¶ RWKHUV WKDW ZLOO EH DUJXHG WR KDYH QR
LQWHUHVWLQWKHLUFKLOGUHQ¶VHGXFDWLRQVHHChapters Five and Six). 
In trying to understand the apparent disjuncture between the perceptions and relations 
of parents and teachers, that were pitched between parental high aspirations for their 
children and teachers viewing them as µdisinterested¶ and µindifferent,¶ and therefore 
being µcritical¶ of their role in school, Crozier adopted a comparative approach to 
analyse both VWDNHKROGHUV¶ contentions. She found that whilst teachers expected 
SDUHQWV ³WR EH PRUH VXSSRUWLYH RI WKHP WR RYHUVHH WKHLU FKLOGUHQ¶V KRPH-ZRUN «
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and that they have the necessary equipment to undertake their schoolwork, pens, 
SURWUDFWRUV HWF´ &UR]ier 1999b:325), it seemed obvious that they did not consider 
parents on equal terms and as true partners. This meant that the imagery of parents 
was one that was conditioned to see them within the bounds of auxiliary roles, both in 
the home and school context. This was evident in that many teachers failed to 
GHVFULEH RU DFNQRZOHGJH DQ\ UROH RI SDUHQWV LQ WKH ³OHDUQLQJ SURFHVV´ at school or 
UHFRJQLVH WKDW WKH\ FRXOG FRQWULEXWH ³VRPHWKLQJ RWKHU WKDQ WKDW RQ WKH WHDFKHUV¶
DJHQGD´ (Crozier 1999b:326). These implicit understandings seemed to have been 
VWUHQJWKHQHG DQG FRQGLWLRQHG E\ WKH WHDFKHUV¶ YLHZV WKDW SDUHQWV KDG ³SRRU
HGXFDWLRQ´DQGDPDMRULW\RIWKHPKHOG³DGLIIHUHQWVHWRIYDOXHV´WRWKDWRIWHDFKHUV
(Crozier 1999b:326). In the context of my study, it is likely that many teachers may 
also echo the perspectives and experiences described above (see Chapters Five and 
Six). 
In Parents and Schools, Gill Crozier (2000) develops and extends her three year 
empirical research based and drawn on a selected parent, teacher and related 
population of two secondary schools, located in two contrasting backgrounds to 
XQSLFNDQGGLVHQWDQJOH³WKHFKDQJLQJUROHVDQGUHODWLRQVKLSVRISDUHQWVWHDFKHUVDQG
DGPLQLVWUDWRUV DQG WKH FRQVHTXHQFHV IRU FKLOGUHQ¶V HGXFDWLRQ´ In extending and 
developing her previous published research further, the author charts the contrasting 
sociological journeys of both middle-class and working-class parents, both mothers 
and fathers. She does this after foregrounding the policy perspectives and its 
implications for schools and parents in aQ HQYLURQPHQW RI µmarketLVDWLRQ¶ and 
µconsumerLVP¶ and locating the debate within the contested terrains of roles, 
µUHVSRQVELOLVDWLRQ¶µQRUPDOLVDWLRQ¶DQGWKHLQWHUSOD\RISRZHUEHWZHHQWHDFKHUVDQG
parents.  
In contrasting parental interactions and interventions LQWKHLUFKLOGUHQ¶VHGXFDWLRQDQG
schools, Crozier disentangles the patterns of parental involvement, demonstrating the 
µYLVLELOLW\¶DQGµRYHUWO\LQWHUYHQWLRQLVW¶DSSURDFKHVDQGVWUDWHJLHVRI the middle-class 
DQG WKH DSSDUHQW µSDVVLYLW\¶ DQG µLQYLVLELOLW\¶ RI ZRUNLQJ-class (seen by teachers as 
parental indifference and lack of support). However, unlike the perceived conjectures, 
she demonstrates that working-FODVV SDUHQWV ³DUH VXSSRUWLYH DQG ZDWFKIXO RI Wheir 
FKLOGUHQ¶VSURJUHVV´ 
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In mapping layers of influence upon parent involvement, Crozier makes the subtle 
obvious by using habitus and capital as conceptual tools to develop a portrait that 
criss-crosses through the communication and educational trajectories of both parents 
and teachers. In doing so, she not only charts the preconceived notions of parental 
deference and teacher authority, and unravels the contested terrains of boundaries 
(both visible and invisible) and marginalisation between teachers and parents, Crozier 
also addresses the various constraints upon parental involvement, and contrasts the 
way middle- and working-class parents deploy their social capital differently. 
However, in addition to giving teachers a space to raise their concerns and issues and 
LQ µPDQDJLQJ WKH SDUHQWV¶ WKDW XQGHU WKH EDQQHU RI µVXUYHLOODQFH¶ GRHV QRW FUHDWH D
conducive environment for participatory and democratic partnership, Crozier argues 
WKDW XQGHU WKH VHHPLQJO\ IXQFWLRQDO UHODWLRQVKLS ³LV DQ XQGHUO\LQg unease, if not at 
WLPHVDQDQWDJRQLVP´However, her overarching conclusion is that in the 
face of the communication gap and not understanding working-FODVVSDUHQWV¶SRLQWV
of view and their practices that foregrounds the negative imagery of such parents, the 
onus of taking the initiative and developing partnerships with working-class parents 
falls on the shoulders of teachers. In addition to parent and teacher views, Crozier also 
highlights the views and experiences of students on a number of dimensions of 
parent-WHDFKHU UHODWLRQV WKDWKDV DPDMRU UROH LQ VWUXFWXULQJ DQGSDWWHUQLQJ VWXGHQWV¶
education and lives.  
Following in the footsteps of Crozier (2000), Vincent (2001) focused on the interplay 
between social class and parental agency to explRUH µSDUHQWDO YRLFH¶ LQ UHODWLRQV WR
secondary schools in two contrasting communities i.e. middle-class and working-
class. Based on the levels of their intervention in the school, Vincent (2001) 
categorised her sample of 76 parents into three groups or cohorts i.e. as high, 
intermediate and low interveners; positioned along the seemingly active-passive 
continuum (Crozier 2000).  
Drawing on the theoretical and analytical framework of Bourdieu, Vincent (2001:349) 
mapped the three cohorts DFFRUGLQJ WR WKHLU µVRFLDO SRVLWLRQLQJ¶ µKDELWXV¶ µFDSLWDO¶
VRFLDO FXOWXUDO DQG PDWHULDO µKDSSHQLQJV¶ WKH LVVXHV DQG FRQWH[WV µSDUHQWDO
DJHQF\¶WKHZD\WKH\GHOLEHUDWHGDQGUHVSRQGHGWRYDULRXVVFHQDULRVDQGWKHQDWXUH
of responses of the institutions concerned. Whilst the story is hardly new (Crozier 
2005b), 9LQFHQW¶Vfindings reiterate and strengthen that dividing teachers from parents 
  77 
WKHUH DUH ³HQWUHQFKHG WUDGLWLRQV RI SURIHVVLRQDO H[FOXVLYLW\ DQG OD\ VLOHQFH´
2001:360). 
,QFKDOOHQJLQJWKHµFXOWXUDOLQWHUIHUHQFH PRGHO¶DQGWKHVWHUHRW\SHGQRWLRQRIµKDUGWR
UHDFK¶ parents, Crozier and Davies (2007) conducted a two year qualitative study on 
Bangladeshi and Pakistani communitLHV 7KH DXWKRUV FRQVLGHUHG SDUHQWV¶ YLHZV RQ
their relations with school, their role in cKLOGUHQ¶VHGXFDWLRQDQGJDWKHUHGGDWDRQWKH
VDPH IURP WKHLU FKLOGUHQ WRJHWKHU ZLWK WKH WHDFKHUV¶ SHUVSHFWLYHV 7KH DXWKRUV
conducted interviews with parents of children in primary, secondary, tertiary and 
higher levels of education. Whilst demonstrating with empirical evidence, that most 
SDUHQWVZHUHQRWµKDUGWRUHDFK¶&UR]LHUDQG'DYLHVconcluded that in essence 
LWLVWKHVHFRQGDU\VFKRROVWKDWDUHDFWXDOO\µKDUGWRUHDFK¶IRUSDUHQWV+HQFHZKHQ
parents feel that in schools WKHUH LV ³D ODFN RI VHQVH RI UHVSHFW´ DQG WKH\ ³are not 
valued,´ schools may therefore conjure and create ³spaces of exclusion´ and 
³unwelcome spaces´ where few Bangladeshi and Pakistani parents may feel that they 
³have a voice´ (Crozier & Davies 2007:311). Therefore, in the discourse of home-
school relations the interplay of ethnicity, gender and race with class is of high 
significance, to which I now turn. 
2.2.2 Gender, race and ethnicity 
In the educational research literature, researchers have empirically demonstrated that 
the discourse of gender, race and ethnicity intersect and interact with social class in a 
multitude of ways to structure and influence parent-teacher relations (Connell et al. 
1982; Crozier 1997). Here, of particular interest to my research is the issue of gender 
that involves girls and women (both teachers and mothers) and their role in the home 
and school contexts and related social arenas, which are shaped, structured and 
operated under patriarchal norms and setups, underpinned strongly by µPDVFXOLQH
dRPLQDWLRQ¶ (Bourdieu 2001). +RZHYHU µrace¶ and µethnicity¶ may also have 
relevance to, DQGUHYHUEHUDWHZLWKWKHUHVSRQGHQWV¶SHUVSHFWLYHVLQ3DNLVWDQ¶Vhighly 
hierarchised and stratified society (Rahman 2004). Therefore, the working- and poor-
class may not only be viewed in µRWKHUing¶ roles (Crozier 2003), they may also be 
µRWKHUHG¶ Crozier 2005c; Maxwell & Aggleton 2010) through the politics of 
µGLIIHUHQFH¶ (Walsh 2007).  
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A number of scholars have painstakingly and passionately demonstrated the nuances 
and structures that have a profound influence on the way gender, race and ethnicity 
are underplayed to dispossess, disempower and disadvantage a VHFWLRQ RU µFODVV¶ RI
people or parents in their various personal and social contexts (Crozier 1996, 1999b, 
2000, 2001, 2005a, 2005b, 2009; Crozier & Davies 2007; David 1993; David et al. 
1993; Lareau 1989, 2003; Lareau & Horvat 1999; Mirza 2009; Reay 1995a, 1998a, 
1998b, 2004a, 2004c, 2004e, 2004f, 2005b; Reay et al. 2007; Vincent 1993, 1996a; 
Wright & Smith 1998). Whilst, in the preceding section, I have thrown some light on 
numerous dimensions of gender specific empirical literature involving women both in 
µPRWKHULQJ¶ (Crozier 2005a; Reay 1998a) DQG µRWKHULQJ¶ UROHV (Crozier 2003) and 
have tried to locate the relevant debate in the context of my study, here I extend the 
discussion further.  
The discourse of gender centred around the dynamics of girls and women is an 
important and significant area of research in its own right as well as concerning 
parent-teacher relations and therefore has warranted much attention not only in the 
context of the µdeveloped¶ countries, but also and most importantly in the case of 
developing countries, such as Pakistan. Talk of gender naturally and unconsciously 
brings to mind issues of girls and women±the way social forces orchestrate and 
SHUSHWXDWH D V\VWHP RI SUHRUGDLQHG DQG KHQFH MXVWLILHG V\PEROLF DQG µPDVFXOLQH
domination¶ (Bourdieu 2001)±ZKR HYHQ LQ WRGD\¶V GHYHORSHG ZRUOG DUH VKDFNOHG
variously in both social and professional domains. Nevertheless, the debate around 
µgenderLQJ¶ and µschooling¶ (Connell et al. 1982; Reay 2004a) has primarily been 
FRQFHUQHG ZLWK XQHTXDO RSSRUWXQLWLHV IRU ER\V DQG JLUOV WKRXJK ³LQHTXDOLWLHV´
FRQWLQXH WR SHUVLVW ZLWK D VKLIW LQ HPSKDVLV RQ ³WKH ZD\ schools reproduce the 
VXERUGLQDWLRQ RI ZRPHQ´ &RQQHOO et al. 1982:173). The interplay between gender 
and inequalities for women are mediated through the fulcrum of power, which is 
strongly imbued in the social relations dynamics: the socio-historical construction of 
masculinity and femininity (Connell et al. 1982).  
Therefore, power as a multifaceted entity may interact with a number of variables 
(such as class, capital) at various vantage points and unleash its force through the 
cracks and crevices of the weaker levees to overwhelm whatever comes in its way, for 
gaining authority and dominance. This, from a sociological and anthropological 
SHUVSHFWLYH PD\ QRW RQO\ OHDG WR µV\PEROLF GRPLQDWLRQ¶ EXW DOVR WR SHUSHWXDWH
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µV\PEROLFYLROHQFH¶with almost full consent and complicity of the agents (Bourdieu 
2001:37, 42). Vincent (1996a) has empirically demonstrated the power of power that 
underpins the ways women/mothers of various class fractions interact and mediate 
with the school and institutions and with one anRWKHUWKDWGLVDGYDQWDJHVDµFODVV¶RI
PRWKHUVRU µRWKHUV,¶DW WKHH[SHQVHRIRWKHUV8VLQJ WKHDQDORJ\RI µKLV¶DQG µKHUV¶
Lareau (1989) argues that in the working-class (as well as to a greater extent in 
middle-class) families there is a clear division of labour that puts the burden of child-
UHDULQJ DQG UHODWHG PRVW RI WKH FKLOGUHQ¶V VFKRRO DQG HGXFDWLRQ UHVSRQVLELOLWLHV RQ
mothers. The centrality of social class as gendered therefore becomes evident not only 
LQ³WKHPDLQWHQDQFHRIHGXFDWLRQDOGLIIHUHQFHV´EXWDOVR in ³WKHUHSURGXFWLRQRIVRFLDO
LQHTXDOLW\´(Reay 1998a:1) that contributes to rendering mothers/women invisible in 
their physical, social, emotional, psychological and mental labour they spend to 
VXSSRUWWKHLUFKLOGUHQ¶VZHOOEHLQJDQGHGXFDWLRQ (Reay 1998a).  
The differentiated nature of positional stances acculturated into the mental and social 
schemas of children have a profound influence on the way girls render themselves 
GLVDGYDQWDJHG WR EROVWHU WKH SRZHU RI ER\V JLUOV¶ KDELWXV WKHUHIRUH LV socially 
embodied, structured and conditioned around the conception: it¶s better being a boy 
(Reay 2001a:153, 164). Therefore, whilst the public and private discourses may 
propound for women and mothers DµIUHHWRFKRRVH¶FKRLFHWKH\KDYHWRZUHVWOHZLWK 
a range of constraints for their rights (David et al. 1997). Within both structural and 
moral constraints, over time mothers have to grapple with and experience issues of 
³bringing up children, from resources to negotiations about relationships and 
expectations about both the nature of IDPLO\ OLIH HPSOR\PHQW DQG WKHLU FKLOGUHQ¶V
place within the future´ 'DYLGet al. 1997:397). Unlike fathers, mothers expend an 
intense emotional energy to HQJDJHZLWKWKHLUFKLOGUHQ¶VHGXFDWLRQ in a multitude of 
ways, often at their personal cost (Reay 2004a). For both middle- and working-class 
mothers the intersection of emotional capital and social class and the mothering role 
KLJKOLJKW WKH FRVW RI EHLQJ µFORVH-XS¶ ZKLOVW PHQ PDLQWDLQing their privilege status 
UHPDLQµDW DGLVWDQFH¶5HD\a:71). The emotional capital that mothers expend:  
« also uncovers a further feminist conundrum in which both middle-class 
mothers, in their pursuit of educational advantage for their children at the cost 
of their emotional wellbeing, and working-class mothers, constrained in ways 
which mitigate against the acquisition of both emotional and cultural capital, 
are at risk of disadvantaging their children, albeit in differing ways (Reay 
2004a:71). 
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Therefore, as a gendered division of labour, within the PDMRULW\RIIDPLOLHVFKLOGUHQ¶V
VFKRROLQJ LV SULPDULO\ FRQVLGHUHG DV WKH PRWKHU¶V UHVSRQVLELOLW\ 5HD\ b). 
+RZHYHU ZKLOVW PRWKHUV DV HGXFDWRUV PD\ EH PRUH DWWXQHG WR µGRLQJ ZKDW FRPHV
QDWXUDOO\¶ DFURVV the social class or ethnicity divide evidence suggests that there is 
very little difference among women in either the importance they attach to education 
RUWKHPHQWDOHQHUJ\WKH\GHYRWHWRWKHLUFKLOGUHQ¶VVFKRROLQJ5HD\b:107). Yet, 
despite the physical and emotional stress and labour, maternal work in support of their 
FKLOGUHQ¶V HGXFDWLRQ ODUJHO\ JRHV XQDFNQRZOHGJHG DQG WKHLU DFWLYLWLHV UHJDUGHG DV
peripheral (Reay 2005b:113).  
The foregoing discussion has demonstrated that in the Western context, gender 
specific issues concerning girls, mothers and women have been analysed from a 
number of perspectives, and in different contexts, from various theoretical and 
methodological stances. The empirical research has revealed the important role that 
women play in social and cultural, and personal and public domains, concerning both 
their children and schools, and more holistically in social collectivistic terms. 
However, whilst social class plays DNH\ UROH LQ µRWKHULQJ¶ZRUNLQJ- and poor-class 
women and mothers compared to their middle-class counterparts and schools, 
researchers have also documented that µPDVFXOLQH¶ domination underpinned by a 
patriarchal psyche still perpetuates, in many subtle and overt manners, a cycle of 
disadvantage and inequality against the gendered µRWKHUHG¶ (Connell 2000, 2005, 
2009). 
In the context of Pakistan, both national and international literature reveals stark 
contrasts, inequalities and disadvantaged positions for both girls and women/mothers 
in their various personal, social and institutional spaces compared to their male 
counterparts, which has implications for both the education of girls and mothers¶ 
involvement ZLWKWKHLUFKLOGUHQ¶VHGXFDWLRQand relations with schools. At a regional 
level, in South Asia, home to one-ILIWKRIWKHZRUOG¶VIHPDOHSRSXODWLon, gender based 
discrimination against girls and women are also rampant (UN 2001). $ 81,&()¶V
UHSRUW DOVR VWDWHV ³«JHQGHU GLVFULPLQDWLRQ LV ILUPO\ URRWHG LQ VRFLDO DQG FXOWXUDO
EHOLHIV´%HOODP\ 
Following the established traditions of a greater emphasis and focus on primary 
education, researchers, commentators and policy makers have mainly been concerned 
about issues and determinants regarding gender disparities for girls in education, and 
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related issues for women and mothers. In looking at who gets primary education in 
Pakistan, Sathar and Lloyd (1994) looked at inequalities among and within families. 
$SDUW IURP LGHQWLI\LQJ D QXPEHU RI IDFWRUV VXFK DV SRYHUW\ PRWKHUV¶ HGXFDWLRQ
number of siblings) that contribute to inequalities and constraints upon education for 
all children, the authors found that, compared to boys, girls faced and were prone to 
considerable inequalities within the same household. For most (poor) parents, access 
to and availability of schools for their children in the catchment areas (especially in 
the rural areas) have been the major concerns, which specifically disadvantages girls 
as they are not sent to school because of a concern for their security and well being 
(Shami & Hussain 2005a). 
In assessing gender and age cohort analysis in school transition in primary and 
secondary schools in Pakistan, Mahmood (2004) found from a census data on 
educational attainment that whilst gender gap narrowed in school attendance in urban 
areas, girls in rural areas were very much disadvantaged because of low school 
entries/attendance and termination of their schooling before primary education. 
Regarding school transition, the author found that those few fortunate girl students 
ZKR DUH DEOH WR FRPSOHWH WKHLU SULPDU\ HGXFDWLRQ ³WKH FKDQFHV RI [them] staying 
through the secondary level are much higher, after which dropout accelerates rapidly´ 
(Mahmood 2004:53). 
In a policy research report on gender and development on Africa and South Asia, 
Filmer (1999) looked at the structure of social disparities in education, comparing the 
intersection of gender and wealth. The author found that in countries (like Pakistan, 
India) where there was a high degree of female disadvantage in enrolment, ³wealth 
[interacted] with gender to exacerbate gaps in educational enrolment among the poor´
(Filmer 1999:4). In Pakistan, the pattern of disadvantage for girls continues not only 
in the age group of 6 to 11 but also to the ages 12 to 14, reflecting a male-female gap 
of over twenty percentage points (Filmer 1999). What matters here is that when 
mothers are educated, there is more likelihood for the daughters to continue their 
education. This is significant and determines the importance of the role of mothering 
LQ WKHLUFKLOGUHQ¶VHGXFDWLRQDQGFRQFHUQLQJWKHYDULRXVDVSects of schooling, which 
may include visits to school and liaising with teachers.  
Researchers have also analysed the costing dimensions of gender differentials in 
primary education. In this regard, research shows that as greater investment in human 
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and physical resources leads to greater provision and number of teachers and schools 
resulting in higher enrolment of children in school, stark disparities persist over the 
gender divide: WKHUH LV ³DQ RYHU VXSSO\ RI VFKRROV IRU ER\V´  FRPSDUHG WR ³EHORZ
optimal OHYHOV LQ WKHFRQWH[WRIJLUOV´ (Ismail 1996:848). However, whilst lately the 
Government of Pakistan has shown her commitment for gender aware policy through 
gender responsive budgeting initiative to query whether policies and their associated 
resource allocations are likely to reduce or increase gender inequalities, the report 
acknowledges WKDWDWSUHVHQW³VKDUSJHQGHUGLVSDULWLHVSHUVLVW´(Mukhtar 2006:1). 
The large gender gaps in educational outcomes for girls have also been linked to 
disparities in intra-household allocation of educational expenditure favouring males 
over females. In this regard, $VODPDQG.LQJGRQIRXQG³significant pro-
male biases in both the enrolment decision as well as the decision of how much to 
spend conditional on enrROPHQW´7KHDXWKRUVDUJXH WKDW³LQYHVWPHQWPRWLYH´ LV WKH
likely explanation for pro-PDOH ELDV RZLQJ WR WKH FRQVLGHUDWLRQ WKDW LQ 3DNLVWDQ¶V
patriarchal social fabric sons are a future asset and ³old age support´(p. 2588).  
In extending the above theme, Aslam (2009) sets out to explore gender bias in 
differential access and treatment of boys and girls to private (fee charging) and public 
(free, state) schoolV6KHIRXQGWKDW³boys are indeed more likely to be sent to private 
schools than girls within the household, so that differential school-type choice is an 
LPSRUWDQW FKDQQHO RI GLIIHUHQWLDO WUHDWPHQW DJDLQVW JLUOV´ $VODP  As 
private schools are more effective than public schools in the provision of mathematics 
and literacy skills, girls face gender bias both within their household and in terms of 
access to lower quality schooling (Aslam 2009). These findings seem to have 
theoretical and analytical relevance to my study. As such, pro-male bias may not only 
have implications for parents to give more attention and importance to sons and their 
education and schools related matters, but also the underlying structures of parental 
habitus and the focus of their capitals (both social and cultural) are more likely to 
advantage and privilege sons (see Chapters Five-Eight). Such dispositions and 
gendered biased culturally engrossed and improvised schemas will have a strong 
EHDULQJRQHYHU\DVSHFWRISDUHQWVDQGFKLOGUHQ¶VOLYHV 
In this regard, Winkvist and Akhtar (2000) found that the childbearing attitudes and 
practices in low-income families put girl child at a huge disadvantage, which also has 
consequences for mothers: 
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Women frequently [express] a strong preference for sons, mostly for 
HFRQRPLFUHDVRQVUHIOHFWLQJZRPHQ¶VVXERUGLQDWHSRVLWLRQLQVRFLHty and the 
ORZHFRQRPLFYDOXHSODFHGRQZRPHQ
VZRUN«0RWKHUVRIGDXJKWHUVDQG
women without children [speak] of harassment in the family as well as in 
society. (Winkvist and Akhtar 2000:73) 
Resultantly, in the South Asian context, whilst also bearing the major burden of 
family protection and honour, girls and women play a subservient role in family and 
society; with exacerbating consequences for them not to know about their rights, they 
are prone to various forms of exploitation and therefore remain lower than that of 
boys and men (UN 2001).  
In their research on and analysis of the interplay between policy and culture upon the 
GLIIHUHQWLDOV G\QDPLFV RI JLUOV¶ HGXFDWLRQ DQG WKHLU DFFHVV WR VFKRROV in Pakistan, 
Lloyd et al. (2007) focused on the rich and poor continuum, and concluded that: 
Despite the dramatic expansion of primary school availability and choice in 
Pakistan, the percentage of poor rural girls enrolled in school remains low. 
This finding may be partially explained by the fact that school choice has 
expanded most (through the establishment of private schools) in richer 
communities and in communities in which gender disparities in enrollment 
are narrower±WKDW LV LQ FRPPXQLWLHV LQ ZKLFK JLUOV¶ HQUROOPHQW UDWHV ZHUH
higher to begin with. As a result, many of the poorest communities and the 
FRPPXQLWLHV ZLWK WKH KLJKHVW JHQGHU GLVSDULWLHV VWLOO ODFN D JLUOV¶ VFKRRO
(Lloyd et al. 2007:116) 
There seems a clear pattern here in the way the middle-class and working/poor-class 
divide further exacerbate class dichotomy and disadvantage the class or fraction of 
society which is in not ³in the loop´(Hewlett & West 1998:153) and has not acquired 
a µIHHOIRUWKHJDPH¶ (Bourdieu 1990a). 
However, amidst the rather gloomy and disturbing picture presented above, there is a 
glimmer and potential of hope and promise. In the context of Pakistan, researchers 
and authors have documented some promising practices for establishing and running 
schools though community and parental engagement (Bellamy 2003; Farah 1996; 
GoP 2004; Herz et al. 1991; Jamil 2002; Kim et al. 1998; Mashallah 2001; Rashid 
2001; Sarwar 2006; Shams 2001; Stromquist & Murphy 1996; Zafar & Khan 2001). 
These have involved private, public and public-private partnership initiatives, to 
establish and operate schools with the help of community and parental involvement 
for better learning experiences for both boys and girls, and to reduce/remove gender 
disparity for girls, especially in the disadvantaged communities. These programmes 
and practices, as provincially localised and in some ways pocketed initiatives, show 
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that even in the most unlikely situations and conservative places, successful schools 
can be established based on and driven by community and parental involvement that 
can override gender disparities for girls at astonishing rates.  
Alongside gender, race and ethnicity are important issues that cut through the 
discourses of social class that has been shown to influence parent-teacher relations in 
numerous ways. The concepts of social justice and equality have been central to the 
way authors and researchers have looked into the ways people of different colour, 
EDFNJURXQGDQGHWKQLFRULJLQVDUHµRWKHUHG¶DQGµVWHUHRW\SHG¶(Crozier 2003, 2005c). 
Researchers have documented and shown the myriad ways in which the intersection 
of race, ethnicity and social class structure different pathways and experiences for 
racial and ethnic minority people with varying backgrounds (both middle- and 
working-class) in many subtle and overt manner in their personal and social relations 
ZLWKWKHGRPLQDQWµRWKHUV.¶ This involves both informal and formal exchanges within 
institutions such as schools (Boethel 2003; Crozier 2005a, 2005b, 2009; Crozier & 
Davies 2006, 2007; Crozier et al. 2008a; Lareau & Horvat 1999; Reay 1998a, 2004e, 
2005a, 2007; Reay et al. 2007; Reay et al. 2008; Wright & Smith 1998).  
Most of the above stated studies have been conducted in multicultural contexts in 
µGHYHORSHGVRFLHWLHV¶ LQYROYLQJDQDUUD\RISHRSOH IURPGLYHUVH HWKQR-cultural and 
racial backgrounds). They propound and practice equality, justice and fairly play, 
under the banners of participatory democracy and social justice, which in many ways 
may not be seen as remotely having any relevance within the context of Pakistan. Yet, 
no credible research is known to have been undertaken in the way the specifics of race 
and ethnicity intersects with social class to structure dispositions and practices of 
people interacting in various contexts in Peshawar, specifically in the context of 
parent-teacher relations. Research and experience suggests that the seemingly singular 
race and ethnic origin of Pashtuns may be as diverse and complicated as the ones in 
the multicultural contexts.  
As I alluded to in the beginning of this section, racial denominations and ethnic 
affiliations may not only cut through the social class dynamic through which people 
PD\EHµRWKHUHG¶VXFKGLVSRVLWLRQVPD\DOVRKDYHLPSOLFDWLRQVIRUthe working-class 
and poor parents and their children. With specific trades, professions and in menial 
jobs (such as cobblers, masons) and because being µSRRUDQG LOOLWHUDWH¶ .KDQet al. 
  85 
2005), the parents may be seen and treated in society as of lower social class. Their 
children in school may have a difficult life. They are subjected to harsh treatment and 
punishment, discrimination and abuse, both by their peers and teachers (GoP 2009). 
These could also include, tweaking ear and slapping, chaining and fettering children, 
³µmurgha banana¶DSXQLVKPHQWUHSRUWHGLQ1RUWK:HVW3DNLVWDQZKHUHWKHchild is 
made to squat down, buttocks raised ready to be beaten while holding on to their ears 
ZLWKWKHLUKDQGV´(Dunne et al. 2003:12).  
2.2.3 Social and cultural capital 
A review of the literature reveals that using both qualitative and quantitative 
methodologies researchers have empirically demonstrated that social class and social 
and cultural capital intersect to structure and influence parent-teacher relations in a 
multitude of ways for different class backgrounds (Hango 2007; Horvat et al. 2003; 
Lareau & Horvat  1999; Lareau & Shumar 1996; Lareau 1987; Pichler & Wallace 
2009; Ream & Palardy 2008; Reay 2004b). In this section, I first briefly discuss the 
literature that has utilised the concepts of social class and social capital before moving 
on to explore the interplay between social class and cultural capital, with an attempt to 
relate the discussion to the focus of the present study.   
In regard to the interplay of social class with social capital, Lareau and Shumar 
(1996:24), whilst being critical of the literature for missing the differences, take into 
DFFRXQW ³SDUHQWV¶ and guardians¶ educational skills, occupational and economic 
IOH[LELOLW\ VRFLDO QHWZRUNV DQG SRVLWLRQV RI SRZHU´ WR H[SORUH IDPLO\-school 
relationships of parents of middle- and working-class, using ethnographic methods. 
The authors found that parents of the two backgrounds differed in their encounters 
with school and teachers, owing to their differences in educational skills and social 
resources. They suggest that instead of ignoring these differences, parent inclusive 
policies for minimising social inequality in schooling need to be ensured.  
In a similar vein, Horvat et al. (2003) focused on parental (social) networks to 
examine social class differences in the relations between families and schools. 
Regarding the characteristics of social networks that parents deploy in relation to their 
FKLOGUHQ¶V VFKRROV +RUYDW et al. (2003) explain the underlying differences in 
structures of parental networks that middle- and working-class parents use when they 
are faced with problematic situations in school. Compared to their working- and poor 
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counterparts, the authors argue that middle-class parents tended to react collectively, 
GUHZRQµZHEVRIVRFLDOWLHV¶WRLQYRNHLQIRUPDOFRQWDFWVZLWKWeachers, and deployed 
WKHLUVRFLDOVNLOOV³H[SHUWLVHRUDXWKRULW\QHHGHGWRFRQWHVW WKHMXGJPHQWVRIVFKRRO
RIILFLDOV´ +RUYDW et al. 2003:319). The density and µstrength of social ties¶ and 
µnetworks¶ (Lin 2001) that one can deploy in their encounters with teachers and in 
school therefore suggest that middle-class parents can make sure that their children¶V 
learning, education and socialisation is smooth and free of problems, and therefore to 
HQVXUHWKDWWKH\UHPDLQµDKHDGRIWKHSDFN¶ (Tischler 1996).  
However, it is not only the middle-class parents that may be able to instigate their 
VRFLDOFDSLWDOWRWKHLURZQDQGWKHLUFKLOGUHQ¶VDGYDQWDJH$longitudinal quantitative 
VWXG\ RI FKLOGUHQ¶V GDWD VXJJHVW WKDW LQ VRFLRHFRQRPLFDOO\ GLVDGYDQWDJHG KRPHV
parental involvement with children can mediate some of the constraints of less 
financial capital (Hango 2007). In this regard, Hango found that: 
Father interest in education reduces the impact of economic hardship on 
education the most, especially at age 11. Both father and mother interest in 
school at age 16 have the largest direct impact on education. The frequency 
of outings with mother at age 11 also has a larger direct impact on education 
than outings with father, however, neither compare with the reduction in the 
effect of economic hardship as a result of father interest in school. 
(2007:1371, my emphasis) 
Two aspects can be construed from the above quotation. One pertains to parental 
instigation or developing structures of social networks by engaging with children and 
their education matters. This conscious parental engagement may require them 
develop to dispositions and structures (acquired through engagements with various 
social fields) to support and help children. In the same process, also the parents may 
give or transfer to children the necessary social tools and skills that they may be able 
to use, build on, replicate and adapt in various social contexts. In this way, the parents 
also give children the understanding into the importance of education and of certain 
targets to achieve. Secondly, and most importantly of particular interest to the present 
research is the finding that both mother and father showing interest and engaging with 
WKHLU VHFRQGDU\ VFKRRO FKLOGUHQ KDV WKH µODUJHVW LPSDFW RQ HGXFDWLRQ¶ :KLOVW LW LV
widely agreed and empirical evidence supports it that, compared to primary schools, 
parental interaction with their children and their FKLOGUHQ¶V VHFRQGDU\ VFKRRO LV
negligible, the evidence presented in the above quotation supports the importance and 
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significance of parental involvement at the secondary school level, which has been the 
focus of some researchers (e.g. Crozier 2000; Reay 2005b).   
Following Hango (2007), Ream and Palardy (2008) used survey data to examine 
whether some kinds of parental social capital advantaged middle-class children 
educationally compared to their working-class counterparts. The authors conclude that 
ZKLOVW³ODUJHUVWRFNs of parental social capital accompany higher rungs on the social 
class ladder, its educational utility is less clearly associated with clDVVVWDWXV´ (p.238). 
This reaffirms Hango¶V (2007) findings and the above discussion that as some 
working-class parents may not be economically privileged, they may still be able to 
create social networks with their children, and encourage and morally or in whatever 
manner they can support them in education related matters, both at home and at 
school. For instance, in the context of Pakistan, some working-class/poor parents may 
not have comparable social capital with that of their middle-class counterparts. 
However, due to their diverse social and professional experience of working with 
(middle-class) people of diverse social capitals and by visiting an array of places 
because of their nature of job (soldiers, airmen), they may use that experience and 
social capital to their own DQG WKHLU FKLOGUHQ¶V DGYDQWDJH E\ LQYHVWLQJ WKDW VRFLDO
FDSLWDOLQWKHLUFKLOGUHQ¶VHGXFDWLRQ 
In a similar vein, Pichler and Wallace (2009), in focusing on the interplay between 
social stratification and social capital across 27 European countries, found the efficacy 
of social stratification determinants to understand social capital at a country and an 
individual level. Concurring with Ream and Palardy (2008), Pichler and Wallace¶V 
(2009:319) overarching conclusion is that whilst the upper echelons of society possess 
higher levels of social capital, in countries where inequality levels are high the 
differences amongst the classes are high too. As a developing country, in Pakistan 
social stratification not only creates classes and castes, leading to division between the 
rich and poor (Barth 1960), this also has implications for the day-to-day survival of 
WKHSRRUDQGWKHLUFKLOGUHQ¶VHGXFDWLRQ 
Concerning cultural capital, researchers have empirically demonstrated that the 
interplay between social class and cultural capital structures and influences parent-
teacher interactions and relations in numerous ways. From a qualitative study of 
middle- and working-class parent relationships with school, Lareau (1987), whilst 
acknowledging the role of social capital in the matrix of relations, found that due to 
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the unequal distribution of and access to resources, middle-class parents were better 
HTXLSSHG WR FRPSO\ DQG UHVSRQG WR WHDFKHUV¶ UHTXHVWV Fompared to their working-
class counterparts. However, what appears evident from her findings is that she does 
not go beyond the binaries of middle-class and working-class continuum to analyse 
the implicit structural dynamics of cultural capital that make up, structure and 
influence the way different parents use their resources differently. 
Using race, class and cultural capital as theoretical tools, Lareau and Horvat (1999) 
conducted a case study of parental involvement in a primary school, focusing on 
differences between and practices of middle-class and working-class/poor (black and 
white) parents to explore the underlying class stratification, race inequalities and 
reproduction issues. The authors found that institutional racism existed in the school 
as some black middle-class parents benefitted from their class position but they ³still 
[faced] an institutional setting that implicitly (and invisibly) [privileged] white 
families´ (Lareau & Horvat 1999:49). 
Following this, Reay (2004b) focused her attention on the interplay between 
education policies and cultural capital. In doing so, she wanted to move away from 
WKHGRPLQDQWUHVHDUFKIRFXVRQµKLJKVWDWXVFXOWXUDOSDUWLFLSDWLRQ¶WRDPXFKµEURDGHU
XQGHUVWDQGLQJRIFXOWXUDOFDSLWDO¶E\³developing a conceptualization that stresses the 
micro interactional processes through which individuals comply (or fail to comply) 
with the evaluative standards of schooling´ (p. 73).  
Against the backdrop of policy initiatives and increased parental involvement in 
schools of their children, Reay (2004b) used data from various research projects to 
demonstrate the many ways in which cultural capital reproduced educational 
advantage for the middle-class parents. She concludes that this, under the policy 
initiative of retaining middle classes within state schooling, further exacerbated class 
inequalities for the working-class parents. 5HD\¶VXQGHUO\LQJDUJXPHQWLVEDVHGRQWKH
incompatibility between the middle-class and working-class children in working and 
structuring their practices and interaction within shared spaces, which naturally 
benefitted middle-class children because of their appropriation of cultural capital and 
thus disadvantaged working-class children. 
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2.3 Capital, habitus and field and parent-teacher relations 
In this section, my aim is to highlight the dearth of research in the adoption and use of 
the theoretical tools of capital, habitus and field together in research studies. Whilst a 
detailed discussion of these theoretical and analytical tools follows in Chapter Three, 
here my focus is to present a concise summary of the way different researchers have 
used these notions in their studies, individually as well as in conjunction with one 
another. In so doing, I want to highlight the research gaps in the use of the three 
notions, together in educational and sociological research specifically and in the rest 
of social sciences research generally. Here, I agree with and support the views of 
Bennett et al. ZKRDUJXHWKDW³VXEVHTXHQWVFKRODUVKLSKDVXVXDOO\IRFXVed 
on one or other of these issues [habitus, capital and field], so failing to do justice to 
%RXUGLHX¶VRYHUDOOIUDPHZRUN´ 
A review of the literature on home-school relations and related research fields reveals 
WKDWµFDSLWDOV¶KDYHEHHQWKHµIURQW-runners¶µILUVWSorWRIFDOO¶DQGDVDWUDGLWLRQRIWKH 
majority of researchers in researching various problems of interest. Undoubtedly, 
whilst such research is by no means less important, the sense one gets is that by 
focusing on one particular concept, it seems the other notions are pushed to one side, 
with an assumption of their implicit role in the various social equations and 
interactions.  
2.3.1 Capitals: cultural, social and others 
This section will briefly highlight the range and scope of the literature that has used 
the capitals with a range of variables, both in education and related fields. In 
reviewing the literature, I found that cultural capital has undoubtedly been one of the 
most popular conceptual tools of Bourdieu that scholars have used in their research 
variously.  
In their critical assessment of the use of the notion of cultural capital in educational 
research, Lareau and Weininger (2003:567) trace its import into the English language. 
The authors argue that whilst studies draw on the dominant interpretation of cultural 
FDSLWDO XQGHUSLQQHG E\ µKLJKEURZ¶ DHVWKHWLF FXOWXUH DQG UHODWHG FRPSHWHQFHV DQG
knowledge, Bourdieu¶V reference to the notion emphasised ³the capacity of a social 
FODVV WR ³LPSRVH´ DGYDQWDJHRXV VWDQGDUGV RI HYDOXDWLRQ RQ WKH HGXcational 
LQVWLWXWLRQ´ This is what I want to argue in this thesis.  
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Within educational and sociological research, researchers have shown a particular 
interest in the interplay of cultural capital and student achievement or grade scores in 
school, with a focus on the underlying determinants of social class and patterns of and 
differences in the way parents and teachers interact with each other. In this regard, 
DiMaggio (1982) analysed the impact of status culture participation on high school 
student grades. Katsillis and Rubinson (1990), in the context of Greece, evaluated the 
effects of student achievement through cultural capital theory to judge the educational 
reproduction determinants. Lee and Bowen (2006) researched how parental 
involvement and cultural capital mediated to influence the achievement gap among 
primary school children. De Graaf et al. (2000) claimed to refine the notion of cultural 
capital by analysing how parental cultural capital influenced educational attainment of 
children in the Netherlands.  
In a similar vein, within the schooling dimension, other researchers have pursued 
issues of race, ethnicity and gender to explore how cultural capital interacts to 
structure parent-teacher relations and their interaction and communication differently. 
Concerning this, Kalmijn and Kraaykamp (1996), and Roscigno and Ainsworth-
Darnell (1999) took race and cultural capital as primary determinants to investigate 
and determine the persistent inequalities and achievement returns in differences in 
educational resources and their trends in the US. In a similar vein, in the context of 
Dutch education system, Driessen (2001) analysed educational achievement scores of 
ethnic minority children using cultural capital and related variables and found no 
mediating effect of resources, whilst arguing that in research and practice ethnic 
groups should not be treated as a homogenous group.  
About gender dynamics and cultural capital, Silva (2005) UHYLHZHG %RXUGLHX¶V NH\
texts and other literature by feminist academics in the area of family, gender and the 
ERG\ +HU PDLQ DUJXPHQW FHQWUHV RQ D FRQVLGHUDWLRQ RI ³FRQWHPSRUDU\ IHPLQLVW
analyses of the family and home life and their significance for a renewed theory of 
FXOWXUDO FDSLWDO´ Silva 2005:83). With their focus on involvement and relations 
between family-school relationship, Lareau (1987) and Symeou (2007) compared and 
contrasted class and status symbols of middle-class and working-class parents through 
the variable of cultural capital and report that whilst most parents are supportive of 
WKHLUFKLOGUHQ¶VHGXFDWLRQWKH\GLIIHUDFFRUGLQJWRWKHPDWHULDOVWUXFWXUDODQGIDPLOLDO
support they offer to their children. This is where Diane Reay (2004b) voices 
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concerns about the education policy implications of retaining middle-class children in 
the state education system, which she argues further disadvantages working-class 
children because of the dominant cultural capital appropriation of the middle-class 
children in their shared spaces. 
Spillane et al. (2003) in researching instructional leadership, examined how through 
the process of social construction teachers constructed images of influential others as 
leaders owing to the quality and quantity of valued forms of capital (such as cultural, 
social) they possessed. Whilst the authors argue, ³the construction of leadership for 
instruction is often situated in various types of interactions (e.g., subject area) and 
YDULHVE\WKHOHDGHUV¶SRVLWLRQ´WHDFKHUV¶FRQVWUXFWLRQRIVFKRROSULQFLSDOVDVOHDGHUV
is largely based on their cultural capital and other teachers as leaders on the basis of 
their human, social and cultural capital (Spillane et al. 2003:1). These findings may 
also resonate with the experiences of teachers and principals in my study as within the 
largely hierarchicaO LQVWLWXWLRQDO VHWXS SULQFLSDOV¶ DQG WHDFKHUV¶ SRVVHVVLRQ RU
otherwise) of cultural capital (along with other capitals) may have huge implications 
for instructional quality, learning experiences and school atmosphere (see Chapters 
Five and Six, especially Section 5.3).  
Concerning social capital, ever since Bourdieu (1973, 1977, 1984, 1986) and 
Coleman (1987, 1988) and later Putnam (1995, 2000, 2001) articulated the concept, 
used and propounded it in the field of education in particular and others in general, the 
research community has witnessed a phenomenal increase in the use and adoption of 
the concept in an array of topics and research areas. A review of the literature 
therefore reveals that alongside cultural capital, social capital has been one of the 
most widely used (sometimes misused) conceptual tools in many research areas, 
including education and sociology. In this regard, Fulkerson and Thompson (2008) 
have traced the contested nature of the concept from its evolution and have provided a 
meta-analysis of its various definitions and trends. In addition, in a collaborative 
literature review of the notion of social capital developed by the founding fathers (i.e. 
Bourdieu, Coleman & Putnam), McGonigal et al. (2007) established its relevance to 
the changing educational landscape in Scotland, with a specific focus for social 
inclusion and changing school contexts and opportunities for growth. In educational 
research, Dika and Singh (2002) provide a critical synthesis of the applications of 
social capital.  
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In a similar vein, Croll (2004) applied the concept of social capital to explore the 
differences between families and educational outcomes. Penuel et al. (2009) and 
Symeou (2008) used the concept to analyse professional interactions of teachers in a 
school and to evaluate how teachers and parents differed in urban and rural areas in 
their use of their social networks in CypUXV UHVSHFWLYHO\ 8VLQJ µFODVV¶ DQG VRFLDO
capital as their frame, Horvat et al. (2003) explored differences in the relations and 
interaction of middle/working/poor parents and parent networks with schools; Ream 
and Palardy (2008) focused on re-examining social class differences in the availability 
and the educational utility of parental social capital. 
However, in addition to the differences in interactional dynamics of parents about 
their use of social capital with schools, researchers have deployed the concept to 
discover its implications for various school-related academic and personal aspects of 
children. Concerning this, in exploring parental involvement as social capital, McNeal 
-UH[SORUHGGLIIHUHQWLDOHIIHFWVRISDUHQWDO LQYROYHPHQWRQFKLOGUHQ¶VVFLHQFH
achievement (cognitive), truancy and dropping out (behavioural outcomes). In 
contending that parental involvement is greatly associated with explaining behaviour 
but not cognitive outcomes, McNeal Jr. (1999) concurs with Lareau (1989) that 
middle-class and working-class parents differ in terms of the way they deploy and 
appropriate their cultural and social capital, thus privileging and advantaging upper 
class students in schools.   
In a similar vein, Dee et al. (2006) set out to explore differences in the effects of 
school size on parent involvement and social capital. The authors found that small 
schools are more effective in promoting parental involvement in schools as well as 
engagement with the broader community, with specific benefits for smaller high 
schools in the rural communities for greater parental involvement activities and 
promotion of some measures of social capital. Given this background, in the context 
of Pakistan, Salfi and Saeed (2007) also found significant correlation between school 
size and school culture (social capital) and their implications for student achievement 
and argued that small schools displayed positive school culture and fared well 
compared to medium and large schools. From the perspective of parental involvement 
and social capital in Pakistan, these and similar findings may have huge implications 
for better parent-teacher relations and involvement in schools, with positive 
  93 
influences for an all round development of students (see Chapters Five-Eight for 
related findings and discussion).  
However, for such a social capital to develop in schools between parents and teachers, 
Helliwell and PutQDP  DUJXH WKDW WKH YDULDEOHV RI µWUXVW¶ DQG µVRFLDO
HQJDJHPHQW¶DUHNH\DVSHFWVZKLFKGHSHQGRQLQFUHDVHLQDYHUDJHHGXFDWLRQOHYHOV
This might be an issue in the context of Pakistan, as given the low literacy rates and 
education, and lack of sound social and public delivery mechanisms and institutional 
VWUXFWXUHVSDUHQWVDQGWHDFKHUVPD\JUDSSOHZLWKWKHLVVXHVRIµWUXVW¶DQGµLQWHUDFWLRQ¶
With a focus on school choice and its relationship with social capital and parental 
involvement, Cox and Witko (2008:142) used longitudinal study data to argue that 
³DFWLYHO\FKRRVLQJDFKLOG¶VVFKRROGRHVQRWPDNHSDUHQWVPRUHOLNHO\WRSDUWLFLSDWHLQ
VFKRRO DFWLYLWLHV´ UDWKHU VRPH VFKRRO-initiated activities tend to increase parental 
involvement in school.  
However, in addition to cultural and social capital as the variants of economic capital, 
other variants (such as linguistic or emotional capital) have also been used 
increasingly in research, in conjunction with other related concepts. In her research on 
moWKHUV¶LQWHUDFWLRQVZLWKWHDFKHUV5HD\XVHGWKHQRWLRQRIOLQJXLVWLFFDSLWDO
to analyse home-school relationships. Similarly, Peterson and Heywood (2007) 
adopted a three pronged approach to analyse the contributions of minority families¶ 
linguistic, social and cultural capital concerning WKHLUFKLOGUHQ¶VOLWHUDF\GHYHORSPHQW 
In this regard, the authors considered the voices of parents, teachers and principals 
and found that parents provided reading material and supported their children, whilst 
the VFKRROVDQGWHDFKHUV³VKRZHGLQWHUHVWLQOLQJXLVWLFGLYHUVLW\DQGFKDQJHGSUDFWLFHV
and school structures to accommodate the cultures, languages, customs, and values of 
LPPLJUDQW IDPLOLHV´ 3HWHUVRQ 	 +H\ZRRG  Wong (1998) in exploring 
multidimensional family influences RQ FKLOGUHQ¶V HGXFDWLRQDO DWWDLQPHQW XVHG DQ
amalgam of capitals (human, financial, social and cultural), and laid claims to 
expanding the theoretical horizons of the notions of the founding fathers (Coleman & 
Bourdieu). The author concludes by speculating that whilst each component may 
independentO\ LQIOXHQFH FKLOGUHQ¶V HGXFDWLRQDO DWWDLQPHQW ³WKHUH PD\ DOVR EH DQ
LQWHUDFWLRQ HIIHFW EHWZHHQ WKH SDUHQWV¶ VRFLDO DQG KXPDQ FDSLWDO LQ WKH FRQYHUVLRQ
SURFHVV´ :RQJ  In a similar vein, Parcel and Dufur (2001) investigated 
student maths and reading achievement by using the notions of family and school 
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capital. In their analysis of a longitudinal survey data of youth, the authors found 
strong family capital effects RQFKLOGUHQ¶VDFKievement whereas school capital effects 
were modest in size and suggested the usefulness of investigating school and family 
capital as parallel concepts. 
2.3.2 Habitus  
This section will briefly look at the range and scope of the literature that has used the 
notion of habitus in its own right or with other related concepts, specifically 
concerning the field of education and related fields generally. In reviewing the 
literature, one can find that not only the notion of habitus has been the subject of 
persistent debate and critical appraisal (Lau 2004) specifically aimed at the writings of 
Bourdieu, but it also appears that some authors have used the concept inconsistently 
and incoherently without proper and strong theoretical groundings (e.g. Dumais 2002, 
2006).  
However, Roy Nash (1999) provides a powerful rebuttal to silence the critics, who 
XVHDQGGLUHFW WKHLU FULWLFLVPZLWKRXWPXFKDQGSURSHUXQGHUVWDQGLQJRI%RXUGLHX¶V
(and others who use the concept) writing on habitus. In so doing, Nash (1999:184) 
structures a strong and convincing argument that explains in subtle detail the role that 
KDELWXV SOD\V DV ³LQWHUQDWLRQDOLVHG SULQFLSOHV´ DV ZHOO DV LQ HPERGLHG IRUP LQ
µJHQHUDWLQJSUDFWLFHV¶DQGFRQFOXGHVZLWKDEROGPHVVDJHWKDW³Without concepts±the 
tools of thought±we will not make much progress´S  
In educational research, numerous authors have used the notion of habitus in a 
numbers of ways. Diane Reay (1995b) used it to analyse interaction between mothers 
and teachers in primary classrooms. Dumais (2002) employed habitus in combination 
with cultural capital to throw light on the issues of gender and school success. 
Following this, Dumais (2006) studied patterns of early childhood cultural capital and 
parental habitus and teacher perceptions of these and claimed that definition of 
cultural capital may not be appropriate for the study of young children and found that 
parental expectation of their children attaining a degree was one aspect of parental 
KDELWXVWKDWFRQVLVWHQWO\UHIOHFWHGLQWHDFKHUV¶SRsitive evaluations.  
In her three part paper, Reay (2004b) develops an understanding of habitus by 
GUDZLQJ RQ %RXUGLHX¶V ZULWLQJ EHIRUH PRYLQJ RQ WR FULWLTXH HGXFDWLRQDO OLWHUDWXUH
that, she argues, overlays their analyses with the theoretical concepts (such as habitus, 
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cultural capital) and lastly draws on research examples to illustrate the use of habitus 
in educational research. Bland (2004) uses working-FODVVVWXGHQWV¶YRLFHVWRH[DPLQH
how despite their socioeconomically disadvantaged life trajectories, the students 
managed to steer their way through secondary schools into tertiary education, with a 
change in their habitus. 
In his research on the concept of educated person (an aspect of habitus) Nash (2002) 
explored perceptions of middle-class and working-class secondary students. The 
author argues that the personal dispositions of students of which ³aspiration, academic 
self-concept and perception of schooling´ are important characteristics, ³are elements 
of the stratified self [possessed and used differently by the way students bring and 
make use of the dynamics of their class and habitus in education], unified by an 
overarching concept of education´ S . The conception of education sets the 
desirability to be educated with the essentiality of certain desired success, which Nash 
 DUJXHV ³QHHG WR EH IRXQGHG RQ WKH HGXFDWLRQDO QHFHVVDU\ DV UHDO
NQRZOHGJH´ 
Lawler (2004:110) uses the concept of habitus to explore the underlying power, 
UHVLVWDQFHDQGSROLWLFDO VWUXJJOHVRI WZRPRWKHUV¶SURWHVWs against the backdrop of a 
contested housing issue of offenders within their communities. The author uses class 
and gender as the axes around which representations of femininities and their related 
identities are drawn not as experienced subjectivities but rather in terms of ³identities 
conferred RQVXEMHFWV´ (Lawler 2004:110). In doing so, she demonstrates that whilst 
the working-class mothers were successful to claim authority despite all the odds, but 
³their actions subsequently became annulled through a reassertion of the doxic 
XQGHUVWDQGLQJVRIWKHLUSHUVRQVWKDWµIRUEDGH¶WKHLUDFWLRQVLQWKHILUVWSODFH´/DZOHU
2004:124). In a rather different field than education i.e. organisation studies, Mutch 
(2003) explored the work of public house managers using the notion of communities 
of practice and its interplay with the concept of habitus. The author contrasts two 
broad groups of managers ± one a predominantly male camp employed through 
traditional route, with skilled working-class origins and the other a much more 
heterogeneous group that also relied heavily on women role. Mutch (2003:396) charts 
their sociological journeys by positioning or locating WKHSDUWLFLSDQWV¶practices within 
their working environment that is structured and influenced by their respective 
habituses given the various and contextual historical differences between them.  
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2.3.3 Field: with habitus and capitals  
In this section, my focus is to discuss briefly the literature that has made use of the 
notion of field together with the concepts of habitus and capital. In my literature 
search and in reviewing the literature on the concept of field, I found that in 
educational and sociological research some researchers have made use of these 
concepts, with a diverse research focus but with a specific interest on the topics 
pertaining to primary and secondary schools. Similarly, other fields of interest where 
scholars have deployed these notions as conceptual and analytical tools include higher 
education; class, culture and stratification studies; organisational analysis; politics; 
personal finance; career decision making; juridical field; social work; sport; and 
language. Moreover, whilst some writers have attempted to rearticulate and explain 
the field theory, have traced its implications in sociology and have used it as a 
conjugant in relation to other conceptual tools, others have adopted a critical stance to 
analyze the concept from a number of theoretical standpoints.  
As indicated above, in relation to sociology of education and educational studies, 
researchers have deployed and used variously the notion of field as a conceptual and 
analytical tool along with the concepts of habitus and capital to study a range of 
LVVXHV 7KHVH LQFOXGH PRWKHUV¶ LQYROYHPHQW LQ SULPDU\ VFKRROV UHSUHVHQWDWLRQ of 
class and race in inner city schooling, the interplay between multiethnic working-class 
and white middle-class dynamics in schooling (Reay 1998b; Reay 2004e; Reay et al. 
2007), class strategies and educational market (Ball 2003) and issues of disability and 
inclusion (Blackmore 2007). In addition, other studies that have made extensive use 
of these notions include school transfer and mathematics learning (Noyes 2004), the 
interplay of identity, culture and mathematics in school (George 2007), a comparative 
study of family learning programmes (Rose 2008) and the influence and interplay of 
regional culture and rurality on educational choices of students (Atkin 2002).  
Concerning higher education, Reay et al. (2005) used the concepts to investigate the 
issues of social class, race and gender. Following this, with a focus on the interplay 
between widening participation and social class, Byrom (2008) explored higher 
education choice of students through their respective situated class based positions. 
Thorley (2009) investigated student experiences of further education provision using 
tools of habitus, capital and field. Reay et al. (2009) in a recent sociological research 
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explored working-class student voices in elite universities and interrogated the 
underlying implications.  
However, in stratification studies, positioning class and culture as their unit of 
analysis, scholars have used the conceptual tools of habitus, capital and field to 
explore the deeply ingrained issues of sociological importance. Concerning this, in 
Class, Self, Culture, Skeggs (2004) explores the interplay between social class and 
middle-FODVVSUDFWLFHVDQGDUJXHV³KRZFODVVLVPDGHDQGJLYHQYDOXHWKURXJKFXOWXUH
how different classes become attributed with value and how culture is deployed both 
DVD UHVRXUFH DQGDV D IRUPRISURSHUW\´ (Reay 2005c:139). In doing so, the author 
goes ³underneath the layers of dissembling that cloak middle-class habitus´ 5HD\
2005c:142) and addresses the issues that concerns recognising ³working-class cultural 
capital´5HD\F by infusing a discussion of how field plays its part in the 
entire network of exchanges and value appropriation. In a similar vein, Bennett et al. 
(2009) write about Culture, class, distinction, which is the culmination of a research 
project on Cultural Capital and Social Exclusion: A Critical Investigation. The 
authors follow in the footsteps of the seminal works of Pierre Bourdieu to document 
empirically a number of culture and class related practices within the British context, 
by deploying the master concepts of cultural capital, field and habitus (Gibson 2010). 
As indicated above, besides afore discussed areas, the popularity and use of the 
notions of habitus, field and capital has touched a number of corresponding and 
related fields of research. Briefly, these include organisational studies (Emirbayer & 
Johnson 2008; Swartz 2008), local politics (Stokke 2002), personal finance (Aldridge 
1998), career decision making (Hodkinson 1999; Hodkinson & Sparkes 1997). 
Bourdieu himself has made extensive use of the concept of field and related others in 
DSDSHUWLWOHG³7KH)RUFHRI/DZ7RZDUGD6RFLRORJ\RI-XULGLFLDO)LHOG´ (Bourdieu 
1987). In addition, the concepts have been used in range of other diverse research 
areas including social work (Houston 2002), sociological study of sport (Tomlinson 
2004), practices of language (Hanks 2005), and in diversity management research 
(Tatli 2008). 
Whilst some authors have attempted to rearticulate and explain the field theory 
(Martin 2003), mapped how Bourdieu and his conceptual tools fared in American 
sociology (Sallaz & Zavisca 2007), others have attempted to wed his tools to variants 
of capital i.e. emotional capital (Zembylas 2007). Some have successfully stretched 
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his project of reflexivit\ WR LVVXHVRI µGLVHPERGLPHQW¶DQG µGLVHPEHGGHG¶ LQJHQGHU
studies (McNay 1999). Still others, with a social and feminist theoretical lineage and 
IUDPH EHVLGHV H[SOLFDWLQJ WKH ³PDLQ ZD\V in which µreflexivity¶ is deployed in 
current sociological writing distinguishing between reflexive sociology and a 
sociology of reflexivity,´ have applied Bourdieu reflexive sociological approach to 
VWXG\ ³\RXQJ ZRPHQ LQ GLIILFXOW FLUFXPVWDQFHV µRQ WKH PDUJLQV¶ RI HGXFDWLRQ DQG
ZRUN´ .HQZD\ 	 0F/HRG  +RZHYHU whilst there are many critics of 
Bourdieu and of his sociological project, his work has been evaluated critically for 
³WKH WHQVLRQ EHWZHHQ LWV FULWLFDO LQWHQWLRQV DQG LWV OHDQLQJV WRZDUGV VRFLRORJLFDO
reductionism (Sayer 1999:403). At this critical juncture, I now move on to discuss the 
dynamics of power relations between parents and teachers.  
2.4 Power dynamics and parent-teacher relations 
Power dynamics is at the heart of the relations between parents and teachers; it is not 
only embedded in the class and status symbols of the stakeholders, but also the 
relative positions of the agents in the given social and institutional spaces position 
them to deploy and appropriate power in numerous ways. Although the literature that 
I review here is from the developed countries of the world, especially the USA, the 
UK and Australia, the majority of issues that broadly underpin power dynamics 
between parents and teachers may be generic and therefore may resonate with the 
experiences of both parents and teachers from developing countries such as Pakistan.  
Some recent empirical research has looked into the role of power dynamics between 
parents and teachers from a number of dimensions. These include, for instance, school 
culture (Das 2007); parent roles, access to power, and practices of inclusions and 
exclusions (Abrams & Gibbs 2002); issues of power, trust and partnerships (McGrath 
2007); culture and relationships grounded in elements of status and power (Lasky 
2000); and parent empowerment and school reforms (Fine 1993). Whilst much of the 
work on power dynamics between parents and teachers is positioned in class and 
cultural issues (Lewis & Forman 2002), there is also literature that considers the role 
RI µVWRUPLQJ SDUHQWV¶ 5DQVRQ et al. 2004) and that which addresses issues of 
powerlessness in professional and parent partnerships (Todd & Higgins 1998).  
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2.4.1 The role of culture and relationships 
Although not specifically taking the perspective of parents in the power dynamics 
equation in schools, Das (2007) explores WKHWKHPHRIWKHµSUDFWLFHRISRZHU¶in her 
case study of four schools, which concerns teacher culture and its links with 
classroom cultures. In attempting to find any patterns in the interactions between the 
members of teaching staff in their respective schools and between the teachers and 
students in the classrooms regarding power dynamics, Das (2007) discerns µFRQWURO¶
DQG µDXWRQRP\¶ DV GLVWLQJXLVKLQJ SDWWHUQV in her study schools. This appears to 
suggest that in school cultures and classroom cultures, where teachers and schools 
exercise power in ways that limit and constrain the self expression of the agents 
LQYROYHG µFRQWURO¶ZLOOQRWRQO\KDYH LPSOLFDWLRQVIRUVWXGHQW OHDUQLQJEXWZLOODOVR
have consequences for positive school culture. Similarly, in school cultures and 
structures WKDWDUHEXLOWRQPXWXDOWUXVWDQGXQGHUVWDQGLQJDVWKHEDVLVRIWKHµSUDFWLFH
RI SRZHU¶ WKH SUHYDOHQFH RI µDXWRQRP\¶ is likely to result in positive learning 
experiences for the pupils and a better working environment for both teachers and 
parents (Das 2007).  
In her research on the cultural and emotional politics of teacher-parent interactions, 
Lasky (2000) conducted interviews with fifty-three primary and secondary teachers 
and analysed their interview responses that were based on negative and positive 
HPRWLRQV SHUWDLQLQJ WR WKH WHDFKHUV¶ LQWHUDFWLRQV ZLWK SDUHQWV /DVN\ 
found that parent-WHDFKHU LQWHUDFWLRQV ZHUH ³VKDSHG E\ LQIOXHQFHV RI FXOWXUH DQG
relationship, which were also inextricably interconnected with elements of status and 
SRZHU´:KLOVWVWURQJO\JURXQGLQJKHUZRUNLQWKHFXOWXUHRIVFKRROVDQGHPRWLRQVRI
teachers through/with which teachers primarily operate and interact in the schools and 
with parents, Lasky examined two aspects of parent-teacher interactions i.e. 
relationship and power.  
&RQFHUQLQJ µUHODWLRQVKLS¶ /DVN\ IRXQG WKDW H[FHSW LQ D IHZ FDVHV PXFK RI WKH
interaction with parents of both elementary and secondary teachers was episodic. This 
in many cases occurred informally on the school premises such as when parents 
volunteered in classrooms, attended fund raising or sports events or when children 
had problems such as discipline or attendance issues or of low academic achievement. 
/DVN\SURYLGHVDXVHIXOGLVWLQFWLRQEHWZHHQWKHWHUPVµLQWHUDFWLRQ¶DQGµUHODWLRQVKLS¶
She argues that interaction happens in formal and mechanistic communication, which 
  100 
is sporadic, episodic and governed by rules. However, relationship is a kind of 
FRPPXQLFDWLRQWKDWLVTXDOLWDWLYHO\GLIIHUHQWZKLFKLQYROYHV³more sustained contact, 
HTXDOLW\ IOXLGLW\ LQFUHDVHG GHSWK RI VKDUHG PHDQLQJ YDOXHV JRDOV DQG DIILQLW\´
(Lasky 2000:849). This may imply that when parents and teachers have an 
XQGHUVWDQGLQJ ZKLFK LV EDVHG RQ WKH LGHRORJ\ DQG SUDFWLFH RI µVHSDUDWH VSKHUHs of 
LQIOXHQFH¶(SVWHLQWKH\PD\UDUHO\LQWHUDFWDQGFRPPXQLFDWHZLWKRQHDQRWKHU
and their relations may be marred by mutual distrust and contested points of view. 
+RZHYHUFRQVLGHULQJµRYHUODSSLQJVSKHUHVRILQIOXHQFH¶(SVWHLQDVWKHEDVLV 
of their philosophy and practice that represent shared values, commitment, and a 
sense of purpose, parents and teachers may have minimum friction in their relations 
and may work collaboratively and mutually towards positive partnership. 
However, it seems evident from these findings that in schools and cultures where 
there is sufficient understanding and awareness of parental background factors and of 
how to interact closely with different (especially the working-class) parents, there are 
teachers who still hold stereotypical views about parents and see them as uncaring, 
LUUHVSRQVLEOHQRW VXSSRUWLYHDQGQRW UHVSHFWIXORI WHDFKHUV¶SURIHVVLRQDO MXGJHPHQW
/DVN\6XFKWHDFKHUVVHHSDUHQWVDVµKDUG-to-UHDFK¶ZKLFKLQPDQ\ZD\VPD\
not be the case (Crozier & Davies 2007).  
Lasky (2000) found three different aspects of power dynamics between teachers and 
SDUHQWVLQKHUVWXG\7KHILUVWSHUWDLQHGWRµQRUPDWLYH¶DVSHFWRIWKHSRZHUG\QDPLF
which entailed judging parents according to a range of norms that were grounded in 
WKHWHDFKHUV¶PRUDOSXUSRVHVDQGLQVWLWXWLRQDOQRUPV7KRVHSDUHQWVZKRDSSHDUHGWR
fulfil these criteria elicited positive emotions like pride, happiness and satisfaction in 
WHDFKHUV¶ UHVSRQVHV +RZHYHU ZKHQ SDUHQWV ZHUH D VRXUFH RI FRQIOLct and negative 
HPRWLRQV WHDFKHUV FODVVLILHG WKHP DV ³GLIILFXOW´ ³QRW QRUPDO´ ³XQFDULQJ´ DQG
H[SUHVVHG WKHLU IHHOLQJV ³WR WKHSRLQWRI LQFUHGXOLW\ H[DVSHUDWLRQDQGHYHQGLVJXVW´
(Lasky 2000:851). What seems clear here is that teachers and parents may hold and 
practice differently the love and care they have for children. Differences in the points 
of view of parents and teachers may not mean that parents do not care and support 
WKHLUFKLOGUHQEXW WKDW WKH\³VLPSO\ORYHWKHLUFKLOGDQGH[SUHVV WKHLUSDUenting in a 
GLIIHUHQW ZD\´ /DVN\  +RZHYHU /DVN\ IRXQG WKDW JHQHUDOO\ WHDFKHUV
expected that parents comply with the institutional norms of appropriate behaviour, 
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which was particularly noticeable when issues of social class and status were 
involved.  
The second aspect of power dynamics that Lasky found in her data pertained to 
surveillance, which she argues is fully embedded and integrated through human 
relations into the hierarchical forms of institutional settings. Since surveillance 
depends oQLQGLYLGXDOV³LWRSHUDWHVLQDQHWZRUNRIUHODWLRQVIURPWRSWRERWWRPIURP
ERWWRPWRWRSDQGODWHUDOO\´/DVN\7KLVPHDQVWKDWZKLOVWVXUYHLOODQFHDV
a factor of power dynamic may be a source of tension and friction between teachers 
and parents, it may also act as a neutralising agent to keep in check excesses and 
transgressions of the stakeholders. Lasky found that parental surveillance was an 
important factor through which teachers regulated the behaviour of both parents and 
their students. However, parents too were reported to judge teachers according to 
³QRUP-EDVHGFULWHULDRIDSSURSULDWHEHKDYLRXU´DQGWKH\UHOLHGRQVXUYHLOODQFHDQGWKH
authority of principals to hold teachers accountable (Lasky 2000:854).  
According to Lasky (2000:854), teacher professionalism represents the third 
FRPSRQHQWRISRZHUG\QDPLFVZKLFKSHUWDLQV WR³WKHDXWKRULW\DQGSRZHU WHDFKHUV
EHOLHYHWKH\KROGRYHUSDUHQWVGXHWRWKHLUSURIHVVLRQDOVWDWXV´7KHSRZHUG\QDPLFV
of teacher professionalism may have different implications depending on how it is 
interpreted, enacted and applied in relation to parents and others concerned. Whilst 
drawing on the works of various authors who document various forms of teacher 
professionalism that ranges between traditional and indifferent orientations to flexible, 
practical and postmodern forms, Lasky emphasises that teacher professionalism is not 
a static or absolute term, rather it changes and is redefined as the circumstances and 
forces in and around the workspaces change. However, her findings resonate with 
VLPLODU OLWHUDWXUH WKDW VXSSRUWV WKDW ³WHDFKHUV¶ EHOLHIV LQ µWHDFKHU-as-H[SHUW¶ PRGHO´
FUHDWHV ³D SHUFHLYHG KLHUDUFK\ RI NQRZOHGJH YDOXH DQG VWDWXV WKDW DIIHFWV WHDFKHUV¶
ZLOOLQJQHVV WRFROODERUDWHZLWKSDUHQWVDVHTXDOV´ Lasky 2000:855), which leads to 
communication barriers between parents and teachers. However, where there are more 
flexible or open notions of teacher professionalism, it can facilitate communication 
and mutual understanding between teachers and parents (Lasky 2000). Therefore, in 
power relations between parents and teachers, trust, partnerships and quality of 
interpersonal exchanges are of importance.  
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2.4.2 The role of trust and interpersonal exchanges  
In their work on school improvement, Bryk and Schneider (2002) focused on 
exploring the notion of relational trust (a concept closely related to social capital) in 
the interpersonal social exchanges in school communities i.e. between 
teachers/professionals, parents and students. Whilst their analysis was based on 
exploring the notion of social trust in the mutual exchanges of all the stakeholders 
involved (i.e. teacher-teacher, teacher-principal, teacher-student and teacher-parent 
relations and social exchanges), Bryk and Schneider (2002) found asymmetrical 
power relations that characterised the school communities, with no one enjoying 
complete dominance. However, concerning teacher-parent relations, the authors found 
strong asymmetrical power relations, due to the differences in the knowledge and 
skills (culWXUDO FDSLWDO WKDW WHDFKHUV KDYH WR KHOS FKLOGUHQ OHDUQ ³WKLV LPEDODQFH
places poor parents in a subordinate status vis-à-YLVWKHLUFKLOGUHQ¶VWHDFKHUVLQWHUPV
RI VHOHFWLQJ DSSURSULDWH DFWLRQV WR DGYDQFH VWXGHQW OHDUQLQJ´ %U\N DQG 6FKQHLGHU
2002:27). As a result, such parents show high dependence on school staff concerning 
WKHLUFKLOGUHQ¶VHGXFDWLRQ%U\NDQG6FKQHLGHUDQGGHIHUWRWHDFKHUDXWKRULW\
Since substantial power asymmetries exist between teacher-parent relations, Bryk and 
Schneider (2002) argue further that the responsibility of initiating actions that reduce 
parental vulnerability in their mutual exchanges falls on the shoulders of teachers and 
others concerned in the school. This suggests that there is a need for parental 
empowerment. 
However, even in a well-engaged parent and teacher community, research suggests 
that there may be subtle ways in which issues of power and trust are at stake. From 
the perspective of early childhood education, McGrath (2007) explored daily 
interactions and exchanges between mothers and teachers to examine aspects of 
parent-teacher partnerships and parental involvement that she argues are absent in the 
current literature. From her ethnographic case study findings, she found that mothers 
and teachers were ambivalent partners and their relationships revolved around issues 
of power and trust that had implications for partnership between parents and teachers.  
McGrath (2007) found that trust and power dynamics between mothers and teachers 
were intricately connected to, and derived from, the way teachers held information 
about the children. It means that the relative positions of both the teachers and 
mothers (insofar as their respective spaces, responsibilities, and interests are 
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concerned) seem to have important implications for the way interactions and relations 
between parents and teachers are enacted and shaped. What seems important here is 
that although the mothers were socially, culturally and economically advantaged, they 
had to trust the teachers regarding their children¶V care and wellbeing, which enabled 
the teachers to have and exercise more power (especially in the classroom) during 
their interaction with the mothers.  
What seems apparent from 0F*UDWK¶V findings is that the power teachers have over 
parents stems IURPWZRVRXUFHVµFRQWURO¶DQGµDXWKRULW\¶7HDFKHUs have considerable 
µcontrol¶ over what happens in the classrooms because parents entrust their children to 
them, which also privileges teachers to have access to or be in possession of precious 
information relating to the FKLOGUHQ¶VH[SHULHQFHVThis kind of control places teachers 
in a position of authority, where parents may not only be dependent on the teachers 
but where this in turn may also strengthen the authority of teachers (McGrath 2007). 
According to McGrath (2007), for good partnership between parents and teachers, 
frequent and open communication is of vital significance. Yet, she found that whilst 
mothers and teachers were primarily interested in the notion of partnership due the 
premise that partnership benefits children, they were µPRUHFRPPLWWHGWRWKHLGHDRI
SDUWQHUVKLS WKDQ WKHSUDFWLFHRI LW¶ 0F*UDWKThis means that there was little 
evidence to support the fact that mothers and teachers worked as true partners. The 
factors that undermined the potential for partnership between parents and teachers and 
led to their ambivalence about true partnership included ³differing expectations, 
XQEDODQFHG SRZHU UHODWLRQVKLSV LVVXHV RI WUXVW WKH DGXOWV¶ GLVFUHWLRQ DERXW WKHLU
interacWLRQV LQ IURQWRIFKLOGUHQDQG WKHPRWKHUV¶ VHQVLWLYLW\DERXW WKHEHKDYLRXURI
their children´ (McGrath 2007:1420). All these issues seem to indicate ambivalent 
power relations between parents and teachers may also be due to the differences in 
class and capital of the stakeholders.  
2.4.3 The role of class and capital  
Abrams and Gibbs (2002) conducted in-depth interviews with 10 mothers from 
diverse ethno cultural and socioeconomic background to explore issues of parent 
roles, access to power and practices of inclusion and exclusion at an urban elementary 
school that was undergoing comprehensive school reform. Positioning their work in 
social and cultural reproduction, the authors aimed to assess the potential for school 
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reform strategies to disrupt traditional patterns of parent marginalization within public 
schools. Abrams and Gibbs (2002) found that primarily middle-class parents were 
more involved in school in four roles i.e., as helpers, monitors, advocates and active 
decision makers. The parents in these roles were not only making use of their cultural 
capital to play leadership roles, but they also endeavoured to be instruments of 
change.  
In addition, there was also the issue of µnon-active¶ parents. Whilst some middle-class 
parents consciously made the decision not to become involved in school because of 
their PTA related commitments LQWKHLURWKHUFKLOGUHQ¶VVFKRROV, for parents from the 
working-class background time, work constraints and economic barriers posed 
challenges to their participation in the school. The differences of cultural capital 
between middle- and working-class parents seemed to suggest how middle-class 
parents GHSOR\HG DQG PDGH XVH RI ³ODQJXDJH SRZHU DQG YRLFH´ $EUDPV 	 *LEEV
2002:396) to their advantage during their participation in school.  
Abrams and Gibbs also found that whilst all mothers who participated in their study 
were involved in the school through various committees, in addition to the dynamics 
of social class, because of ethnic and cultural differences the respondentV¶SHUFHSWLRQV
varied significantly. They also discovered that parents of the dominant group held 
PRUHSRZHUDQGWKH\WKHPVHOYHVVDZWKHLU³VW\OHRISDUWLFLSDWLRQDVPRVWHIILFLHQWDQG
DSSURSULDWH´ VXJJHVWLQJ ³WKH GRPLQDQW FXOWXUDO FDSLWDO FDQ EH UHSURGXFed among 
parents by virtue of [similarities in their] DWWLWXGHVDQGEHKDYLRXUV´$EUDPV	*LEEV
2002:398). For the non-dominant parents, who had cultural and ethnic differences, 
³power was scripted, encoded, and reproduced in patterns of relations´ WKDW Zas 
³GHULYHGIURPODQJXDJHDQGFXVWRP>ZKLFKwas] difficult to subvert or penetrate, and 
SDVVHGGRZQWKURXJKWKHPHFKDQLVPVRIVRFLDODQGFXOWXUDOUHSURGXFWLRQ´$EUDPV	
Gibbs 2002:398). Thus, denial of the power that the parents deserved had 
consequences for their voice and representation in the school. 
Abrams and Gibbs (2002) argue that their study school actively sought to involve 
parents and, in order to create a more inclusive environment, the school extended 
leadership and decision making power to parents. However, they found that the non-
dominant parents from ethnic and cultural groups faced subtle and explicit practices 
of exclusion in the school. For instance, there was overt exclusion of ethnic minority 
parents from PTA meetings by the dominant middle-FODVV SDUHQWV¶ LPSDWLHQFH ZLWK
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their translation needs. Nevertheless, Abrams and Gibbs (2002) conclude that by 
creating an environment in which traditionally marginalised parents feel included and 
welcomed, schools can be potential agents of change. Yet, their research suggests that 
only a fraction of parents got involved in the school, whilst the majority of parents 
remained on the fringes. However, their study is restrictive in the sense that the 
authors only interviewed those parents who were already involved in the school.  
In a similar vein, Ranson, Martin and Vincent (2004) studied a dimension of power 
dynamics between parents and teachers that they explored through the expression of 
µVWRUPLQJ SDUHQWV¶ E\ HPSOR\LQJ FRPPXQLFDWLYH DFWLRQ DV WKH WKHRretical template. 
Their research was set in the backdrop of the public policy debate in the UK, which 
aimed to foster the need to involve parents in school life. Ranson et al. (2004) argue 
WKDW DW WKH KHDUW RI WKH LVVXH IRU WKH SDUHQWV¶ µSHUIRUPDWLYH DWWLWXGH¶ in their 
communication was to seek mutual understanding that was in response to events in 
VFKRRO 7KH DXWKRUV¶ PDMRU ILQGLQJV DUH WKDW ZKLOVW WKH VFKRRO HQDEOHG
µFRPPXQLFDWLYHXQGHUVWDQGLQJ¶RQVRPHLVVXHVDQGFRQFHUQVVXFKDVWKDWSHUWDLQLQJ
to welfare, the school was less yielding to negotiating agreement on issues that 
formed the core professional practice, for instance that involved the learning and 
teaching process. This suggests that the positions teachers hold in school carry power 
(control and authority) of various magnitudes, some of which, that may be at the 
fringes and appear auxiliary, and not that important, may be given away in tasks such 
as fundraising etc. However, the power that is at the epicentre of the role and 
responsibility that teachers hold may not be seen to be easily shared with parents 
either because of their professional concerns or due to status and authority 
implications. Like Todd and Higgins (1998), Ranson et al. also conclude that in the 
dynamics of power relations parentDO FXOWXUDO FDSLWDO KDV WKH DELOLW\ WR ³H[HUFLVH D
VSDFH RI LQIOXHQFH´ 5DQVRQ et al. 2004:259). However, most parents may have 
OLPLWHG DJHQF\ WR GR VR VLQFH ³7KH VRFLDO VSDFH WKDW VFKRROV HVWDEOLVK IRU SDUHQWDO
involvement is limited and typically shaped by deep codes that reinforce professional 
DXWKRULW\ DQG SDUHQWDO GHIHUHQFH´ 5DQVRQ et al. 2004:272). This is where the 
intersection of the dynamics of capital and class becomes important for parents of 
different class fractions. In the school environment, for teachers and professionals the 
role of power and powerlessness therefore becomes crucial. 
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In this connection, Todd and Higgins (1998) whilst exploring the role that power 
played between parent-teacher-professional relations focused more on the notion of 
powerlessness to understand the underlying dynamics of what goes on between school 
and parents. They drew evidence from two different research projects; one a school 
improvement project, involving 21 primary and nursery schools and one secondary 
school, and the other a case study of a child whose SENs were being assessed.  
Providing some clarification to the way parents and professionals occupy different 
positions concerning children, Todd and Higgins (1998) argue that whilst they may 
not differ in terms of the knowledge they possess about children, due to their relative 
positioning in the systems where children are involved, the perspectives of parents 
and professionals may appear very different from each other. This suggests that due to 
their respective positions, parents and various professionals may have different stakes 
and accordingly use the power they possess to protect their stakes and enhance their 
positions.  
Drawing on previous literature, Todd and Higgins (1998) clarify that in their dealings 
with teachers the role of parents is socially constructed and depicted as one that 
involves less power. They go on to argue that the discourse of powerlessness of 
SDUHQWV LV H[SUHVVHG LQ WZR PDLQ ZD\V 2QH LQYROYHV D µRQH-ZD\¶ YLHZ RI SDUHQWDO
involvement, which sees the home-school relationship primarily from the school 
perspective and enacted on their terms. The other incorporates a pathological 
DSSURDFKDQGLQFRUSRUDWHVDSHUVSHFWLYHWKDWGHSLFWVµGHILFLW¶RQWKHSDUWRIWKHSDUHQWV
(Todd & Higgins 1998:229).  
,QWKHVFKRROLPSURYHPHQWSURMHFW7RGGDQG+LJJLQVIRXQGERWKWKHµGHILFLW¶
DQG µRQH-ZD\¶ YLHZ RI SDUHQWDO LQYROYHPHQW WKDW FHQWUHG DURXQG SDUHQWDO
SRZHUOHVVQHVV 7KH\ IRXQG WKDW µGHILFLW¶ ZDV H[SOLFLW LQ WKH F\FOH RI HGXFDWLRQDO
deprivation that underpinned both adults (parents) and children. The main reason for 
this seemed to be that that the parents came from an economically deprived area: 
³WKHUH ZHUH DOPRVW FHUWDLQO\ PDQ\ GLVFRQWLQXLWLHV LQ WKH FXOWXUDO FDSLWDO RI WHDFKHUV
DQGSDUHQWV´7odd & Higgins 1998:230). This suggests that power is bound closely 
WRRQH¶V UHVRXUFHV DQGFDSLWDOZKLFK OHDGVRQH WR WKHZD\V DQGPHDQVRI DVVHUWLQJ
RQH¶VDXWKRULW\LQDJLYHQUHODWLRQVKLS&RQFHUQLQJWKHµRQH-ZD\¶WHDFKHUWRSDUHQWRU
school to home) view of parental involvement, Todd and Higgins found that teachers 
implicitly communicated an understanding of a partnership in which parents were 
  107 
seen as engaging in auxiliary tasks such as fund raising and not in curriculum delivery 
and learning related tasks. However, they argue further that whilst parents actively 
participated and showed their enthusiasm by participation in non-academic works, 
WKHLU H[SHULHQFH ZDV LQ ³FRQWUDVW ZLWK WKH SRVLWLYH EXW WHQWDWLYH H[SHULHQFHV RI
VXSSRUWLQJFKLOGUHQ¶V OHDUQLQJ´ VXJJHVWLQJ WKDW WKHSDUHQWV VXSSRUWHG WKH³WHDFKHUV¶
KHJHPRQ\´DQGLPSOLFLWO\FROOXGHGZLWKWKHWHDFKHUVLQ WKHLUXVHRISRZHU7RGG	
+LJJLQV:KDWVHHPVDSSDUHQWKHUHLVWKDWZKLOVWSDUHQWVZHUHQRW³GHYRLG
RISRZHU´LQWKHZD\WKH\ZHUHLQYROved in the schools, parental power received no 
recognition due to their lack of appropriate cultural capital (Todd & Higgins 
1998:232). This suggests that the critical factor in the exercise of power by the 
stakeholders is not only the positions they hold which sanction/bar power, but also the 
amount of capital they possess, which determines the manner in which they may be 
able to exert and exercise their power.  
In regards to the SENs case study that centred around the assessment process of a 
child, Todd aQG+LJJLQVLQWHUYLHZHGDQXPEHURILQGLYLGXDOVIURPWKHFKLOG¶V
mother to their educational psychologist. Their analysis revealed that all participants 
experienced power and powerlessness in different ways. They found that whilst the 
mother of the child felt powerless, her role as an educational professional meant that, 
due to her cultural capital, she was able to insist that a label was included in her 
FKLOG¶V DVVHVVPHQW VWDWHPHQW +RZHYHU ZKDW DSSHDUHG HYLGHQW LQ WKLV FDVH LV WKDW
those who had the authority and responsibility for decision-making possessed and 
ZHUHVHHQDVSRVVHVVLQJPRUHSRZHU7RGGDQG+LJJLQV¶VWXG\PD\UHVRQDWH
with the present study in that the cultural capital, positioning and related symbols of 
authority and control may have undertones to the way teachers and parents perceive 
themselves along the continuum of power, which in many ways may not be skewed in 
favour of parents. 
8VLQJ %RXUGLHX¶V QRWLRQ RI FXOWXUDO FDSLWDO DV a conceptual framework for analysis 
and social class as a marker, Annette Lareau (1996) assessed parental involvement 
practices of working-class, lower-class and middle-class parents in schools. Lareau is 
critical of the various literature and studies that negate or overlook the importance and 
diversity of differences of families and their childrearing practices and presume 
family-school partnership as one that underpins µHTXDO SRZHU¶ (Lareau 1996:62). 
0RUHVSHFLILFDOO\WKHOLWHUDWXUHIDLOV³WRFRPHWRJULSVZLWKREVHUYDEOHGLIIHUHQFHVLQ
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parents' and guardians' educational skills, occupational and economic flexibility, 
social networks, and positions of power that they bring to home-VFKRROHQFRXQWHUV´
(Lareau & Shumar 1996:24). Lareau¶V (1996) point is that social class, as an 
important (but not the only) determinant of the dynamics of parent-teacher relations, 
plays a key role in how parents of various classes may differ in their child-rearing 
practices and interactions at home, and in-turn the way they interact and relate with 
teachers and schools. LareDX¶V ILQGLQJV strongly resonate with the research and 
writings of a number of scholars in the field of sociology of education. They have 
explored parent-teacher relations and its dynamics from a number of 
dimensions/angles, including social class, race, gender etc. (e.g. Bryk and Schneider 
2002; Crozier 1996, 1997, 1998, 1999a, 1999b, 2000, 2005a, 2005b; Reay 1998a, 
1998b; Vincent 1996a, 1996b).  
In her research study, Lareau (1996) found that parents and teachers were not equal in 
status and power. Rather teachers were perceived by the working-class and lower-
class parents to have power to suspend or exclude their children from school. 
However, in their various activities at school, most teachers themselves experienced 
³SRZHUOHVVQHVV QRW SRZHU´ GXH to various school regulations and parental 
interference in their teaching (Lareau 1996:61). This suggests that the perceptions of 
power and powerlessness may be subjective as well as situational in that once 
HQJDJHGLQGLVFKDUJLQJSRZHUDQGGHIHQGLQJRQH¶VSRVLWion of power, people may not 
know how much influence, authority and control they may exercise over others, such 
as parents. This is where the notion of trust, rapport and mutual understanding 
becomes important in parent-teacher interaction. 
Following Vincent (1993, 1996a), Diane Reay (1995a D H[SORUHG PRWKHUV¶
LQYROYHPHQW LQ WKHLU FKLOGUHQ¶V HGXFDWLRQ LQ WZR VRFLDOO\ FRQWUDVWLQJVFKRROV8VLQJ
%RXUGLHX¶VQRWLRQVRIFXOWXUDOFDSLWDODQGhabitus5HD\¶VUHVHDUFKIRFXVHGRQLVVXHV
of social class, race, gender, personal history and geography of mothers of middle-
class and working-class background. Her findings clearly resonate with other studies 
that focus on social class differences and patterns of parental engagement of middle-
class and working-class parents (see Connell et al. 1982; Crozier 1997, 1999b, 2000; 
Lareau 1989; Lightfoot 1978; Reay et al. 2007; Vincent 1996a, 1996b). For Reay 
(1998a:117) power relations therefore permeated all interaction between mothers and 
teachers, where imbalances in power dynamics for mothers were highlighted through 
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³WKHPHVRILQIDQWLOLVP´µIREELQJRII¶DQGWKHZD\VLQZKLFKPRWKHUVHVSHFLDOO\WKH
working-class) were held accountable for their children. She reports that whilst some 
working-class mothers who had some informal contact with teachers because of their 
engagement in school felt enabled and encouraged to approach teachers for their 
concerns, school was still a site where power was skewed firmly in favour of teachers.  
What appears evident here is that differences of cultural capital and habitus underpin 
and mediate differential power relations between (working-class) mothers and 
teachers:  
The working-class women brought to their interaction with teachers a habitus 
often shaped by educational failure. Reinforcing their negative educational 
H[SHULHQFHV ZDV WKHLU RZQ DQG WKHLU SDUHQWV¶ ODFN RI H[SHULHQFH LQ GHDOLQJ
assertively with professionals. As a consequence, working-class women were 
much more hesitant, more questioning of their own stance, and far more 
likely to qualify and at times contradict themselves in interaction with school 
staff. (Reay 1998a:122) 
These findings corroborate with research findings from the literature: the overarching 
conclusions seems to be that working-class parents show deference to teachers and 
teachers hold the power to define the terms of interaction; in most cases middle-class 
parents have the power to define the terms of interaction with teachers (Reay 1998a). 
However, power dynamics may also have implications for school reform and parent 
empowerment efforts. 
2.4.4 The interplay between school reforms and parent empowerment  
In this regard, Michelle Fine (1993) set out to describe three major parental 
involvement projects in three US cities that had the political backing directed towards 
school reforms for strengthening parental engagement inside schools, to address 
concerns of education and achieve collaboration between parents and teachers and 
various stakeholders. In the hope of initiating a broad-based conversation about urban 
pXEOLFVFKRROUHIRUP)LQHFRQWHQGVWKDW³TXHVWLRQVRIpower, authority and control 
must be addressed head-RQ ZLWKLQ GHEDWHV DERXW SDUHQWDO LQYROYHPHQW LQ VFKRROV´
(Fine 1993:684, italic in original). She argues that in schools where issues of equality 
and SRZHU LPEDODQFHV EHWZHHQ SDUHQWV DUH QRW DGGUHVVHG DQG ³KLHUDUFKLFDO
bureaucracies are not radically transformed, parents end up looking individually 
³QHHG\´³QDwYH´RU³K\VWHULFDO´DQGDSSHDUWREHZRUNLQJLQRSSRVLWLRQWRWHDFKHUV´
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(Fine 1993:685). When such a mindset is in place in schools and is practiced by 
teachers, one can imagine its consequences for parental voices and power (Fine 1993).  
:KDW VHHPV FOHDU IURP )LQH¶V FDVH SURMHFWV LV WKDW, despite a great deal of parental 
involvement in many aspects of the schools, huge disparities existed between the 
ideological power that was granted to parents compared to the material power that 
they should have possessed. Therefore, it has been emphasised that flushing out the 
power of power in relations between parents and teachers in schools is of utmost 
importance: 
« WKH FODVVURRP DQG WKH VFKRRO DQG VFKRRO V\VWHP JHQHUDOO\ DUH QRW
comprehensible unless you flush out the power relationships that inform and 
control the behaviour of everyone in these settings. Ignore these relationships, 
OHDYHXQH[DPLQHGWKHLUUDWLRQDOHDQGWKHH[LVWLQJ³V\VWHP´ZLOOGHIHDWHIIRUWV
at reform. This will happen not because there is a grand conspiracy or 
because of mulish stubbornness in resisting change or because educators are 
uniquely unimaginative or uncreative (which they are not) but rather because 
recognizing and trying to change power relationships, especially in 
complicated, traditional institutions, is among the most complex tasks human 
beings can undertake. The first step, recognition of the problem is the most 
difficult, especially in regard to schools, because we all have been socialised 
most effectively to accept the power relationships characteristic of our 
VFKRROVDVULJKWQDWXUDODQGSURSHURXWFRPHV«6DUDVRQ2003:115). 
When such is the situation in cultures and communities where there is a great deal of 
parental involvement and engagement with schools, that undoubtedly are driven by 
conscious and continuous efforts towards school reforms, then one can imagine the 
state of affairs of power relationships between parents and teachers and the 
implications of these in cultures and societies that are developing and entangled in a 
plethora of problems. For rich and real parental involvement in schools, Fine 
(1993:707) VXJJHVWVWKDW³WKHG\QDPLFVRISRZHU´QHHGVWREHDGGUHVVHGVXSSRUWIRU
³WKHUDQJHDQGFRQVHTXHQFHVRIFXOWXUDOFDSLWDO´EHSXWLQSODFHDQGVFKRROVQHHGWR
RSHUDWHZLWKDGHHSYLVLRQRI³FRPPXQLW\-EDVHGGHPRFUDFLHVRIGLIIHUHQFH´ 
In this regard, Vincent (1996a:6) argues that for addressing differential power 
relations between parents and teachers, in education µHPSRZHUPHQW¶ entails a 
µVLPSOLVWLFYLHZRIVRFLDO MXVWLFH¶ZKLFK LQYROYHV WHDFKHUVDQGUHODWHGSURIHVVLRQDOs 
giving some of their power to paUHQWV+RZHYHUJLYLQJDZD\VRPHRIRQH¶VSRZHUto 
others may not be easy, as a whole range of structures and practices (both in 
individual and collective terms) may be required for creating an environment of trust 
and relationship that is centred around benefitting one another, thus supporting 
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children¶V learning. Drawing on Gore and Foucault, Vincent (1996a) suggests that for 
empowering parents it is important to address the complexities of power relations, at 
least in three ways.  
Firstly, there is the sXJJHVWLRQDQGHPSKDVLVRQµDJHQF\¶ through which teachers may 
empower others. However, this has considerable limitations due to the context in 
which teachers and other professionals work. This means that whilst some teachers 
may want to support parents by advocating for them and speaking on their behalf, the 
field dynamics of the schools, underpinned by the norms and values of their respective 
environments and cultures, may constrain their actions. Secondly, the notion of 
³HPSRZHUPHQW YLHZV SRZHU DV D TXDQWLILDEOH SURSHUW\´ 9LQFHQW D 7KLV
means that power is seen as lost or reduced when it is transferred to a group having 
less power. However, given that society remains in a state of flux, individuals are 
constantly involved in a multitude of situations employing and experiencing power, 
which suggests, ³,QGLYLGXDOVDUH WKHYHKLFOHVRISRZHUQRW LWVSRLQWRIDSSOLFDWLRQ´
(Foucault 1980:98; cited by Vincent 1996a:7). Thirdly, for ³XQGHUVWDQGLQJSRZHUDV
exercised, rather than possessed requires us to be attentive to the specific context in 
ZKLFK µHPSRZHUPHQW¶ LV VDLG WREH WDNLQJSODFH UDWKHU WKDQDGYRFDWLQJJHQHUDOLVHG
LQLWLDWLYHV´ (Vincent 1996a:7, citing Gore 1990). What appears evident from these 
three points is that the interplay between context and individuals±who operate in and 
structure the context and vice versa±structures and conditions the way power is 
enacted in mutual interactions between individuals, which has implications for the 
ZD\V LQ ZKLFK SDUHQWDO µHPSRZHUPHQW¶ PD\ EH YLHZHG and practiced in different 
contexts.  
In summary, the preceding discussion has thrown some light on the role of power 
dynamics between parents and teachers and home and school, and on the way it 
structures and influences relations and interactions between the different stakeholders. 
The picture that emerges suggests that whilst a number of parallel and competing 
factors seem to have a dominant role in the way power is conceptualised and enacted 
between parents and teachers, the major indicators of their differential power relations 
point to social class, (cultural and social) capital and status symbols. However, what 
also seems apparent from the above reviewed literature is that with the exception of 
Diane Reay (1995a, 1998a), the notion of field as a theoretical and analytical 
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component has not been used to analyse the dynamics of power in relation to parent-
teacher relations. The present study therefore aims to contribute towards these ends. 
It is clear that middle-class parents may have considerable influence and power over 
the way they structure their relations with teachers due to their educational 
knowledge, cultural capital, social capital and related power differentials. However, 
for the working-class parents, due to gaps in their educational knowledge, cultural 
capital and related social and status differentials, interaction and communication with 
teachers and schools may have huge power implications. In the context of Pakistan, 
power relations between parents and teachers have not been known to have been 
explored. The present research therefore aims to fill the research gap and knowledge 
about the ways socio-cultural forces structure and influence the way power is 
conceptualised and enacted in the school context between parents and teachers. 
However, as power is capital, which involves stakes, authority and control, being 
contentious, it may also be one of the sources of barriers to parent-teacher interaction 
and relations.  
2.5 Barriers to parent-teacher relations 
In addition to the role that power plays between structuring parent-teacher relations, it 
is important to understand how and in what manner relations between parents and 
teachers are affected. This section, therefore, explores and discusses the literature on 
barriers to parent-teacher interaction and relations. As has been true for the previous 
sections, whilst most of the literature that I review here is from the developed 
countries of the world, especially the USA and the UK, the majority of issues that act 
as barriers to parent-teacher relations may be generic. These issues therefore may 
resonate with the experiences of both parents and teachers from developing countries 
such as Pakistan.  
Although there has been considerable emphasis on partnership between parents and 
teachers and between home and school, successful partnerships require identification 
and resolution of barriers and obstacles that might be in the way of effective parent-
teacher relations. There could be numerous barriers to parent-teacher relations and 
home-school cooperation that have been analysed through a number of lenses (see 
Adler 2004; Bastiani 1993; Bauch 1993; Bermúdez 1993; Crozier 1997, 1998, 1999b, 
2000; Davies 1993; Desforges 2003; Finders & Lewis 1994; Flynn 2007; Gonzales-
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DeHass & Willems 2003; Gestwicki 2003; Hornby 2000; Hoover-Dempsey & Walker 
2002; Khan 1996; Lawson 2003; Lazar & Slostad 1999; Leitch & Tangri 1988; Moles 
1993; Moon & Ivins 2004; Morris & Taylor 1998; Reay 1998a; Russell & Granville 
2005; Turney & Kao 2009; US Dept. of Education 1997; Williams et al. 2002). For 
parents, the barriers may have origins in their personal lives, in their home and related 
contextual background to the RQH¶VWKDWPD\EHSRVHGE\WHDFKHUVDQGWKHVWUXFWXUDO
and field dynamics of the schools. For the teachers and schools, many structural, 
functional, attitudinal and cultural barriers may hinder them, from and create barriers 
to, their successful relations with parents. I look at each of these in turn now. 
2.5.1 Barriers for parents: pragmatic or functional barriers 
A large body of empirical research and literature has documented a number of factors 
that may create obstacles to parental interaction and engagement with teachers and 
schools. Barriers faced by parents and families may range from economic and 
pragmatic or functional barriers to psychological and cultural barriers, which in many 
ways may overlap (e.g. Bauch 1993; Crozier 2000; Desforges 2003; Finders & Lewis 
1994; Hoover-Dempsey & Walker 2002; Moles 1993; Russell & Granville 2005). 
Concerning working-class and poor parents, there is extensive empirical literature that 
illustrates how poverty, low income and limited educational attainment of parents 
constrains and creates hurdles for their involvement in school (Connell et al. 1982; 
Crozier 1997, 1998, 1999b, 2000; Lareau 1989, 2003; Reay 1998a; Vincent 2001). 
A review of the literature reveals numerous barriers that parents perceive are in their 
way of successful and effective communication with teachers and involvement in the 
school. Of these, the two major functional difficulties that parents often cite are µwork 
commitments¶ DQG µWLPH FRQVWUDLQWV.¶ In this regard, Bauch (1993:133) found that 
µconflict with ZRUNLQJ KRXUV¶  ZDV the most common barrier that parents 
reported prevented them from involvement in their chiOGUHQ¶V VFKRRO 7KLV ZDV
IROORZHGE\µGHOHJDWLRQEHOLHI¶µODFNRIWUDQVSRUWDWLRQ¶µFKLOGFDUH¶
(22.1%), and attitude/language differences (20.0%). Moles (1993:32) also notes that 
ZRUNLQJSDUHQWVQRWRQO\ILQGLWKDUGWRILQGWLPH³WRDWWHnd school conferences and 
PHHWLQJV´WKH\DOVRIDFHFKLOGFDUHSUREOHPVDQGWUDQVSRUWDWLRQGLIILFXOWLHVSimilarly, 
Finders and Lewis (1994:51) UHSRUWWKDWµWLPH¶DQGµZRUN¶FRQVWUDLQWVSRVHREVWDFOHV
to parents of a working-class background.  
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Some of the barriers that working-class and poor parents face may resonate with the 
experiences of middle-class parents and researchers report similar findings for ethnic 
minority parents for whom English is a second language. In their survey of twenty 
Spanish parents, Cassity and Harris (2000:60IRXQGWKDWµODFNRI WLPH¶DQGµODFNRI
WUDQVSRUWDWLRQ¶were the major perceived inhibitors to parental involvement in school. 
These obstacles were followed by other language-related barriers, which also included 
µODFNRIFKLOGFDUH¶SURYLVLRQLQVFKRRO 
Likewise, in their study on parental involvement in education, Williams et al. (2002) 
found that µZRUN FRPPLWPHQWV¶  DQG µODFN RI WLPH¶  were the main 
problems that parents perceived as barriers to their involvement. This was followed 
by µFKLOGFDUH GLIILFXOWLHV¶  with 14% of SDUHQWV DOVR UHSRUWLQJ µQR VSHFLILF
EDUULHUV¶Following Williams et al., Moon and Ivins (2004) also FRQFOXGHWKDWµwork 
commitments¶ (33%) was the main barrier for parents for getting more involved in 
WKHLUFKLOG¶VVFKRRO, which was followed by µFKLOGFDUHGLIILFXOWLHV¶and µlack of 
time¶ (7%).  
In a similar vein, Russell and Granville (2005:44) H[SORUHG SDUHQWV¶ YLHZV RQ
LPSURYLQJ SDUHQWDO LQYROYHPHQW LQ FKLOGUHQ¶V HGXFDWLRQ 7KH\ IRXQG Wwo groups of 
barriers (individual and external) that seemed to limit parental ability for getting more 
LQYROYHG LQ YDULRXV DVSHFWV RI WKHLU FKLOGUHQ¶V HGXFDWLRQ 7KH µindividual¶ obstacles 
pertained to specific life circumstances of parents, which included poverty, work 
patterns and social exclusion, and personal assumptions about parental roles. The 
µexternal¶ barriers were those that were beyond parental control and mainly existed or 
operated from/at the school. Russell and Granville (2005) provide a useful tabular 
representation and synthesis of the various barriers that parents perceive they face 
FRQFHUQLQJ WKHLU LQYROYHPHQW LQ WKHLU FKLOGUHQ¶V HGXFDWLRQ, which is shown in the 
table below. 
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Table 2.1 Barriers to parental involvement 
Area Type of Barrier Details 
Challenges to 
involvement at 
home 
Lack of time  Especially working and/or single parents 
 More than one child 
 Children need time to relax after school. 
&KLOGUHQ¶VDWWLWXGHV  Resistance in preference of leisure activities. 
Parental knowledge  Parents lack knowledge about subject curriculum and teaching 
methodology 
 Parents lack provision of guidance on how to help and support 
learning at home. 
Challenges to 
active 
involvement 
outside the 
home 
Lack of time  Especially working and/or single parents 
 Preference to spend quality time with children 
 Weekly commitment considered too much. 
Child care arrangements  Especially working and/or single parents 
Fear of negative 
consequences for child 
 Make young child too dependent 
 Embarrassment for an older child could lead to teasing or even 
bullying. 
Parental attitudes  ³1RWP\MRE´ 
 ³0\SDUWQHUGHDOVZLWKVFKRRO´ 
Safety implications  Parents lack special training 
 ,PSOLFDWLRQVRIUHVSRQVLELOLW\IRURWKHUSHRSOH¶VFKLOGUHQ 
 Put off by Disclosure Scotland checks.  
Barriers perceived to be 
created by school 
 Parents feel they are not convinced or informed of what they 
can do 
 Lack of opportunities offered by school 
 Infrequency of social events 
 Lack of opportunity for low levels of commitment 
 Teachers not always as welcoming as they could be 
 Physical barriers such as locked gates, entry phones, poorly 
signed main entrance. 
Resistance of parents to 
formal groupings such 
as PTA 
 Parents feel they do not fit in 
 Perceived to be dominated by the same people 
 Intimidated by public speaking 
 Feel that their views are likely to be ignored 
 Perceived to be formal and boring. 
Source: adapted from Russell and Granville (2005:44) 
In a relatively recent study in the US, Turney and Kao (2009) explored barriers to 
parental involvement of immigrant parents. The authors used quantitative data and 
methods and statistical techniques to examine race and immigrant differences in 
SDUHQWDO LQYROYHPHQW DW VFKRRO 7KH\ IRXQG WKDW ³0LQRULW\ LPPLJUDQW SDUHQWV
compared with native-born parents, reported more barriers to participation and were 
VXEVHTXHQWO\ OHVV OLNHO\ WREH LQYROYHGDW VFKRRO´ 7XUQH\ & Kao 2009:257). Their 
results further support the findings of the qualitative and quantitative research 
discussed above. Amongst other obstacles for parents, the means obtained for barriers 
WR LQYROYHPHQW LQ WKHRUGHURISULRULW\ LQFOXGHG µFDQQRWJHWRII IURPZRUN¶ 
µLQFRQYHQLHQW PHHWLQJ WLPH¶  and µQR FKLOG FDUH¶  (Turney & Kao 
2009:262). However, in trying to assess whether the different barriers captured the 
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same construct, the authors found that the barriers were not strongly correlated and 
therefore they focused their analyses on individual barriers separately. This might 
mean that since a number of background factors (such as parental social class, cultural 
and social capital, and habitus and most importantly field dynamics of home, school 
and community) operate to limit or influence parental capacities and abilities for 
involvement, the different barriers parents face may therefore have origins in different 
factors.  
2.5.2 Barriers for parents: psychological and cultural barriers 
An analysis of both empirical and theoretical literature reveals that parents face 
various psychological and cultural barriers, which may create barriers to their 
successful and effective relations with teachers (Bermúdez 1993; Desforges 2003; 
Finders & Lewis 1994; Georgiou 1996; Gonzalez-DeHass & Willems 2003; Hoover-
Dempsey & Walker 2002; Liontos 1991; Moles 1993; Morris & Taylor 1998; Reay 
1998a; Russell & Granville 2005). However, it is important to note that many 
researchers have found considerable differences in the nature of barriers that middle-
class and working-class parents face. It is well documented that middle-class parents 
usually possess the right cultural and psychological repositories required for accessing 
and negotiating school structures and practices. Generally, they do not face many 
barriers in their interaction with teachers and the nature of obstacles they face in 
school may be very subtle (Connell et al. 1982; Crozier 2000; Lareau 1989, 2003; 
Reay 1998a; Vincent 1996a). However, for the working-class and poor parents an 
array of psychological and cultural factors may create perceived and actual barriers to 
their interaction and communication with teachers and school.  
In regard to psychological barriers, in a literature-EDVHG VWXG\ RI µLQYROYLQJ WKH
families of at-ULVN\RXWKLQWKHHGXFDWLRQDOSURFHVV¶LQWKH86/LRQWRVhas 
documented some barriers for parental involvement that appear to have psychological 
and emotional underpinnings. For parents, these barriers include feelings of 
inadequacy, failure, and poor self-worth; negative attitudes and bad experiences with 
schools; and suspicion and anger that schools are not treating them equally (Liontos 
1991:20). The underlying reasons for such feelings and experiences may not only be 
due to parental class and social and cultural capital dynamics, but also WKHLUµlimited 
skills and knowledge¶ of the school culture and practices may impede parents 
effective interaction with teachers (Moles 1993:31).  
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Similarly, Moles (1993) and Finders and Lewis (1994) report that the psychological 
obstacles that parents face to their involvement include misperceptions and 
misunderstanding, negative expectations, stereotypes, intimidation and distrust, and 
lack of confidence in school settings because of unpleasant school experiences. 
Hoover-Dempsey and Walker (2002) have listed similar barriers that act as 
psychological barriers for parental involvement. The majority of these psychological 
barriers therefore appear to resonate with and reflect the perceptions and experiences 
of parents identified by Russell and Granville (2005) in Table 2.1 above. Diane 
5HD\¶VDDUJXPHQWVHHPVSHUWLQHQWhere as notwithstanding the importance 
and significance of material resources, the various psychological barriers that parents 
face may be rooted in the differences of the amount and quality of cultural capital 
different parents possess. In  the context of the present study, the psychological 
barriers may be more severe and daunting for parents in Pakistan, as the majority of 
parents that send their children to public schools are poor and illiterate (Khan et al. 
2005). 
Concerning cultural barriers, linguistic and cultural differences between parents and 
WKHLU FKLOGUHQ¶V VFKRRO FUHDWH EDUULHUV WR SDUHQWDO SDUWLFLSDWLRQ DQG LQWHUDFWLRQ ZLWK
teachers (DeBaryshe & Gorecki 2005; Liontos 1991; Finders & Lewis 1994; 
Funkhouser et al. 1997; Hoover-Dempsey & Walker 2002; Moles 1993). In this 
regard, Liontos (1991) reports that due to linguistic and cultural differences Hispanic 
parents may not only lack an understanding of the education system, they may also 
have a tradition of not questioning teachers and schools, thus creating barriers for 
their involvement in schools.  
Similarly, in a literature review-based study of schools and disadvantaged parents in 
the US, Moles (1993) presents an analysis of the various dimensions of the cultural 
and linguistic differences of parents of different origins and races that hinders their 
participation and involvement in school. Parents not only feel devalued due to their 
linguistic differences, but also due to their differing views on approaches to teaching 
and value patterns they may defer to teacher authority, and would not question their 
ZRUN HVSHFLDOO\ ZKHQ WKHLU RZQ HGXFDWLRQ LV OLPLWHG DQG ³WKH\ GR QRW XQGHUVWDQG
ZKDWLVEHLQJWDXJKWDWWKHVFKRROV´0ROHV6LPLODUO\IRU+LVSDQLF$VLDQ
and parents from other countriHV VFKRROV UHSUHVHQW ³DQ DOLHQ DQG LPSHUVRQDO
HQYLURQPHQW´ ZKLFK PD\ QRW EH VHQVLWLVHG SURSHUO\ WR ODQJXDJHs and cultures of 
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minorities, which leads parents to ³feel uncomfortable and fearful in the school´
reserved in their discussions with teachers, unchallenging to teacher authority and 
reluctant to discuss their problems (Moles 1993:35). Following Moles, Bermúdez 
(1993), Finders and Lewis (1994), Hoover-Dempsey and Walker (2002) agree that 
linguistic differences and mismatches, conflicts and limited understanding of values 
and practices of both parents and school lead to barriers for parents. 
These barriers may not only be evident between parents and teachers in multicultural 
and pluralistic societies and communities, but they may also be dominantly visible 
within traditional cultures, such as within the Pashtun culture in Pakistan. The intra-
cultural differences and variations between home and school based on the dynamics 
of class and capital underpinned by the situated nature of the differences of their 
respective fields may appear to pose considerable barriers to parents who may not be 
able to emulate the culture of schools. Exploring the nature and dynamics of barriers 
to parents is one of the key aspects of the focus of my study, which will contribute 
towards the existing body of knowledge in the area of home-school relations.  
In summary, it seems apparent that, despite some minor differences in the way 
different studies report the kinds of barriers parents face in their involvement in 
school, most studies¶ ILQGLQJV corroborate: most parents (apart from differences of 
working- and middle-class parents) generally seem to face the same types of barriers 
that hinder and restrict their communication with teachers and schools. However, it is 
interesting to note that whilst most parents are appreciative and supportive of their 
FKLOGUHQ¶VHGXFDWLRQDQGDUHNHHQWREHLQYROYHGLQZKDWHYHUPDQQHUWKH\FDQ WKH\
are not as involved as they claim they are (Chavkin & Williams 1989; Crozier 1997, 
1999b, 2000; Crozier & Davies 2007; Desforges 2003; Reay 1998a; Vincent 1996a). 
This suggests that in addition to WKH SDUHQWV¶ UHVSHFWLYH SUHRFFXSDWLRQV FRQVWUDLQWV
and barriers, schools as institutionalised bodies and teachers as professionals may 
appear to face various obstacles in communication with parents or restrict and inhibit 
parental involvement in WKHLUFKLOGUHQ¶VVFKRROZKLFKLVWKHIRFXVRIWKHGLVFXVVLRQLQ
the sections below.  
2.5.3 Barriers for teachers and schools: pragmatic or functional barriers  
Due to their professional roles, responsibilities and the nature and context of their 
work and school environment, teachers may face and report an array of barriers 
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concerning their interaction and communication with parents and families. There is 
empirical research and theoretical literature that has documented a number of barriers 
that might influence and affect teacher-parent and school-family communication and 
interaction. These barriers may range from pragmatic or functional to psychological 
and cultural barriers, which in many ways may be intertwined (Bermúdez 1993; 
Desforges 2003; Finders & Lewis 1994; Hoover-Dempsey & Walker 2002; Hornby 
2000; Leitch & Tangri 1988; Liontos 1991; Moles 1993; Morris & Taylor 1998; 
Russell & Granville 2005; U.S. Dept. of Education 1997). However, it should be 
noted that the contexts and cultures within which schools operate would have a strong 
bearing on the nature of barriers that teachers perceive and experience regarding their 
interaction with parents. In other words, the interplay between the field of school and 
the habitus of the various agents involved therein would reciprocally determine and 
influence the barriers that teachers face and report regarding their interaction with 
parents.  
A review of the literature reveals a number of perceived and actual barriers that may 
have a functional bearing on teachers in successfully and effectively communicating 
with parents and involving them in school. These barriers may range from the ones 
teachers report regarding parents and families to ones that concerns teachers, their 
work constraints and the limitations of school structures (e.g. Bermúdez 1993; 
Hoover-Dempsey & Walker 2002; Hornby 2000; Leitch & Tangri 1988; Liontos 
1991; Moles 1993; Russell & Granville 2005; U.S. Dept. of Education 1997).  
According to Leitch and Tangri (1988), the major functional barriers that teachers 
report about parental involvement are SDUHQWV¶large families, inability of parents to be 
of help with schoolwork, and absence of activities in school to encourage parents to 
come. Liontos (1991) reports that, due to schools¶ passive role and unwelcoming 
environment, parents feel they have been left out and the activities schools organise 
do not take into DFFRXQWSDUHQWV¶ZRUNDQGUHODWHGREOLJDWLRQV 
Moles  LGHQWLILHV µOLPLWHG VNLOOV DQG NQRZOHGJH¶ DQG µUHVWULFWHG RSSRUWXQLWLHV
IRULQWHUDFWLRQ¶that create obstacles for teachers to involve parents. Collaboration and 
working with parents involves a range of skills and knowledge that teachers need to 
know and be aware of before they can help parents; however, teachers get little help 
in this regard, not only in schools but also in teaching training programmes 
(Bermúdez 1993; Moles 1993; U.S. Dept. of Education 1997).  
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There is also the issue of time and UHVRXUFHFRQVWUDLQWVWKDWUHVWULFWVWHDFKHUV¶DELOLW\
to communicate and collaborate with parents (Hornby 2000; Hoover-Dempsey & 
Walker 2002; Moles 1993; U.S. Dept. of Education 1997). Moles (1993) reports that 
when teachers¶ time is severely limited by the demands of classroom teaching and 
related school responsibilities, and when school policies do not encourage meeting 
parents during and beyond staff working hours, teachers will not only have restricted 
opportunities for interaction, they will be constrained not to involve parents in the 
school. Both principals and teachers complain about the lack of time that constrains 
parental involvement; the lack of access to resources (such as private telephones) also 
acts as a barrier to parent involvement in the school (U.S. Dept. of Education 1997).  
+RUQE\DJUHHVZLWKWKHVHYLHZVDQGDUJXHVWKDWZKHQ³WHDFKHUVDUHDOUHDG\
stretched because of poor working conditions or lack of resources, or because a 
disproportionate amount of their time is spent on paperwork, it is difficult to convince 
them that they need to contribute more time if they are to set up effective schemes of 
SDUHQWDOLQYROYHPHQW´ These feelings and experiences might resonate with the public 
school teachers and school environments in Pakistan, as evidence (Khan et al. 2005; 
Warwick & Reimers 1995) and experience suggests that public schools are not only 
poorly resourced and  maintained, they are also overcrowded (especially in urban 
areas) and famously seen as synonymous for the working- and poor-class parents. 
Yet, whilst parents may be uninvolved in school due to their cultural, social, 
educational or class differences, they still might have strong views about what 
obstacles may be posed by teachers and schools.  
In this regard, in their reVHDUFKRQSDUHQWV¶YLHZVRQLPSURYLQJSDUHQWDOLQYROYHPHQW
LQ FKLOGUHQ¶V HGXFDWLRQ, Russell and Granville (2005) report what barriers parents 
think are created by the school (see Table 2.1). The authors note that parents reported 
that failure to convince or inform parents of what they can do, lack of opportunities, 
infrequency of social events, lack of opportunities for low level of commitments, and 
physical barriers hindered their participation in schools (Russell & Granville 2005:47-
49). The functional barriers should not be seen in isolation from the psychological and 
cultural barriers as they may overlap, interlink and reciprocate each other in practice.    
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2.5.4 Barriers for teachers and schools: psychological and cultural barriers 
A number of researchers and authors have thrown light on how various psychological 
and cultural factors influence teachers and schools in a multitude of ways that hinder 
and limit their communication and interaction with different parents (e.g. Bermúdez 
1993; Desforges 2003; Finders & Lewis 1994; Hoover-Dempsey & Walker 2002; 
Hornby 2000; Leitch & Tangri 1988; Liontos 1991; Moles 1993; Morris & Taylor 
1998; Russell & Granville 2005; U.S. Dept. of Education 1997). However, it is 
unclear whether researchers have used the notions of capital, habitus and field to 
explore and analyse various barriers that restrict teachers to engage with parents. The 
present research therefore is important and has an interest to explore the interplay 
between the psychological and cultural barriers, and the notions of habitus and field, 
and to understand their reciprocal influence and effect on practices in schools and 
their consequences for parents.  
Concerning psychological barriers, Leitch and Tangri (1988) report that the main 
barriers that teachers often mention regarding parental involvement include SDUHQWV¶
LPSUDFWLFDOEHOLHIVRI WKHVFKRRO¶VUROHSDUHQWDODWWLWXGHWKDWVFKRRO LVQRW LPSRUWDQW
enough WRWDNHWLPHIURPZRUNSDUHQWDOMHDORXV\RIWHDFKHUV¶VWDWXVWHDFKHUV¶DSDWK\
and their unrespRQVLYHQHVV WR SDUHQWV DQG WHDFKHUV¶ UHVHQWPHQW DQG VXVSLFLRQ RI
involved parents. Following Leitch and Tangri (1988), in her literature review, 
Liontos (1991) reports a number of psychological barriers for schools and teachers. 
7KHVH LQFOXGH WHDFKHUV¶ commitment to parental involvement, confusion of teachers 
DERXWWKHLUUROHWHDFKHUV¶FRQFHUQVDERXWWXUIDQGWHUULWRU\LHSDUHQWVXQGHUPLQLQJ
teacher authority and being disruptive), low teacher expectations that all students can 
learn, focus of schools on communication on the µnegative¶ with low income parents, 
and dwelling on the hard-to-reach concept, which underpins parental apathy (Liontos 
1991:21-24).  
Similarly, the above barriers also find expression in the writing of other authors who 
note that misperceptions and misunderstanding, negative expectations, negative 
stereotypes (e.g. parental apathy), intimidation, fear and distrust of unfamiliar 
individuals (Bermúdez 1993; Moles 1993), and viewing nonparticipant parents as 
having a deficit (Finders & Lewis 1994) pose obstacles to parental involvement in 
schools. In addition, Hornby (2000:5-8) also argues that many teachers who see 
parents as problems, adversaries, vulnerable, less able, needing treatment, casuals, and 
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to be NHSW DW D µSURIHVVLRQDO GLVWDQFH¶ create barriers for parental participation in 
schools. 
Differences in culture and cultural understanding between teachers and parents may 
also create barriers for teachers and schools to involve parents and to see them 
differently (Bermúdez 1993; Desforges 2003; Finders & Lewis 1994; Hoover-
Dempsey & Walker 2002; Hornby 2000; Liontos 1991; Moles 1993; Morris & Taylor 
1998; U.S. Dept. of Education 1997).  
In the US, Liontos (1991) argues that teachers may have doubts about their abilities to 
work with at-risk parents. Many teachers therefore may question whether certain 
parents (such as working-class parents, non-native parents, immigrant parents) are 
ZLOOLQJDQGKDYHWKHDELOLW\WREHLQYROYHGLQWKHLUFKLOGUHQ¶VHGXFDWLRQ,QDGGLWLRQ
teachers may also hold a belief that parents do not care and will not keep 
FRPPLWPHQWV,QWKLVUHJDUG/LRQWRVQRWHV³0DQ\WHDFKHUVWHQGWRLJQRUH
poor and minority parents, assuming that less-HGXFDWHGSDUHQWVGRQ¶WZDQWWREHFRPH
LQYROYHGLQWKHLUFKLOGUHQ¶V HGXFDWLRQ´ 
In a similar vein, the lack of an understanding of the home language (Bermúdez 
 DQG UHODWHG FXOWXUDO GLIIHUHQFHV WKDW UHIOHFW ³GLIIHUHQFHV LQ ODQJXDJH YDOXHV
JRDOV PHWKRGV RI HGXFDWLRQ DQG GHILQLWLRQV RI DSSURSULDWH UROHV´ FDQ DOVR lead to 
cultural barriers between teachers and parents (Moles 1993:33). This means that 
school-family differences based on education levels, language and cultural styles 
sometimes make it more difficult for school staff to form effective partnerships with 
parents (U.S. Dept. of Education 1997).  
In summary, it seems clear that a number of factors may be in the way of successful 
teacher-parent interaction and cooperation. The factors that teachers report concern 
parents and families on the one hand to teacheUV¶ZRUNFRQVWUDLQWVDQGOLPLWDWLRQVRI
the school structures on the other hand. Furthermore, evidence suggests that time and 
UHVRXUFH FRQVWUDLQWV PD\ OLPLW WHDFKHUV¶ DELOLW\ WR VXSSRUW DQ\ PHDVXUHV IRU SDUHQW
involvement in the school. However, there is also evidence that confirms that 
teachers¶ limited skills and knowledge and restricted opportunities for interaction with 
parents do not provide sufficient opportunities for teachers to collaborate and develop 
partnerships with parents. This is where psychological and cultural factors come into 
play, which seems to pull teachers further apart from parents. Due to psychological 
underpinnings, teachers may have opinions about parents as being unhelpful, or 
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having a deficit. Teachers may also hold negative stereotypes, misperceptions and 
misunderstanding about parents, which may be grounded in intimidation, fear and 
distrust. For schools and teachers, differences in culture and cultural understanding of 
parents may also create barriers for parental involvement, which may also be 
underpinned by linguistic differences between parents. Of interest to the present study 
are not just the functional barriers that teachers may perceive and report they 
experience in their day-to-day interactions in school (with or without parents). The 
various psychological barriers that reciprocally influence and underpin the intra-
cultural differences of school and teachers with parents may be more important to cast 
light on how the interplay between the dynamics of habitus and field structures and 
constrains the practices of teachers within schools regarding parents.  
2.6 Chapter summary 
In this chapter, I have provided an exhaustive discussion of the literature, to locate the 
existing debates and various issues of particular interest to this research. Whilst the 
literature I have reviewed predominantly is from the West, throughout the chapter I 
have argued that most literature may have a generic relevance with the context of 
Pakistani education system as considering the institutional mechanisms of home and 
school there are some practices and structures that are universal in character. It is in 
this sense that the issues of social class, capital, habitus and field, power dynamics 
and barriers have been explored to lay claim to how these might influence parent-
teacher relations in the context of Pakistan specifically, and elsewhere generally. With 
this in mind, in the next chapter, I discuss and develop the theoretical tools to support 
my argument and research.  
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Chapter Three ² Theoretical Framework: Exploring the role of 
Capital, Habitus and Field in Human Practices and Interactions 
 
In this chapter, I discuss the theoretical framework of the study. I use capital, habitus 
and field as theoretical tools to help me understand the underlying dynamics of the 
practices and interactions of parents and teachers in the contexts of home and school. 
I first discuss social capital and cultural capital as broader theoretical lenses to 
interpret how parents and teachers use the socially and culturally embedded identities 
DQGVWUXFWXUHVWRLQWHUDFWLQWKHZD\WKH\GR,UHIHUWR%RXUGLHX¶VQRWLRQRIhabitus to 
LOOXVWUDWH WKH XQGHUO\LQJ ORJLF WKDW VWUXFWXUHV SHRSOH¶V SHUFHSWLRQV SUDFWLFHV DQG
interactions in their own contexts as well as with one another. ,GUDZRQ%RXUGLHX¶V
concept of field to demonstrate its significance and relevance in the fields of home 
and school. Given their socio-cultural background, I explain the logic and practice of 
home and school as fields and illustrate how parents and teachers might appropriate 
their respective capital and habitus to interact and communicate within their diverse 
field settings individually and reciprocally.   
3.1 Exploring the role of capital in human practices 
Capital and its appropriation play an important UROHLQSHRSOH¶VOLYHV:KLOVWWKHWHUP
is often associated with monetary exchanges and economic transactions (Moore 
2008:101), it encompasses literally every sphere of life. From the very subtle, 
cognitively hardwired calculations and manipulations, to the most obvious, actions, 
practices and physical and material appropriation, capital is deeply ingrained in 
SHRSOH¶VVRFLDOZRUOGV7KHUHIRUH WRXQGHUVWDQGWKHVWUXFWXUHDQGIXQFWLRQLQJRIWKH
social world it is imperative that capital is studied and analysed in all its forms, and 
not solely in its economic form (Bourdieu 1986:242). The significance of capital then 
becomes evident as it is not only conceptualised as a valued resource, which is the 
object of struggle, but also in its various guises it functiRQV DV D ³VRFLDO UHODWLRQRI
power´6ZDUW]FLWLQJ%RXUGLHX 
7KH UROH WKDW µFDSLWDO¶ SOD\V LQ KXPDQ LQWHUDFWLRQ DQG SUDFWLFHV WUDQVFHQGV DOO
REMHFWLYHVXEMHFWLYH ERXQGDULHV DQG LV GHHSO\ HPEHGGHG LQ SHRSOH¶V FRJQLWLRQ DQG
social understanding, implicitly or otherwise. The way parents and teachers talk, 
behave and respond to various situations of their lives is greatly influenced and 
determined by the types of capital they possess and appropriate in their given 
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situations. Capital, therefore, ³FDQEHHPERGLHG LQDZLGHYDULHW\RI IRUPV´6ZDUW]
1997:74) with economic on the one end to symbolic on the other (Bourdieu 1986). 
My interest here lies in using its social and cultural dimensions to interpret the role 
that these capitals play in the interaction and relations of predominantly working-class 
parents13 and lower-middle/middle class teachers14 in the context of public secondary 
schools.  
3.1.1 Social capital: relationships and connections 
The central idea of social capital involves understanding the way people use and 
maintain their relationships and associations with other people within a group or a 
community, which position them to accrue profits or credits from their connections, 
individually and collectively (Bourdieu 1986; Coleman 1988; Putnam 1995, 2000). 
As such, the concept is at the heart of the relationship between parents and teachers. 
Depending on the number of people one knows and the strength of their relationship, 
people appropriate their social capital for their day-to-day social transactions, and 
UHFLSURFDWHLQWKHZD\WKH\GHHPDSSURSULDWHLQJLYHQVLWXDWLRQV³>,@WIROORZVWKDWWKH
more people you know, and the more you share a common outlook with them, the 
ULFKHU \RX DUH LQ VRFLDO FDSLWDO´ )LHOG  ,Q RWKHU ZRUGV RQH¶V success and 
ability to profit in a given situation depends on the number of people one knows and 
RQWKHHIIHFWLYHQHVVDQGXVHRIRQH¶VVRFLDOFRQQHFWHGQHVV7KLVKDVLPSOLFDWLRQVIRU
working-class parents who generally may not be socially well-connected (Connell et 
al. 1982; Crozier 2000; Lareau 1989, 1992; Lightfoot 1978; Reay 1998a, 1998b; 
Vincent 1996a). When we talk about social connections as a resource or capital, the 
issue of social class and class dynamics comes into play. Thus, middle-class parents 
are more likely to communicate and interact well with the teachers of their children 
compared to working-class parents. Working-class parents¶ lack of the right amount 
of social capital results in their impaired interaction and relations with teachers 
                                                 
13
 In the context of Pakistan, class boundaries may overlap and may have different interpretations in 
different contexts, so the term working-class parents may have a broad meaning. For instance, a 
businessperson or landowner with sufficient economic capital may see themselves as working-class, 
although they may have resources that may put them in other/higher class fractions.  
14
 The perception of class and identity may have different interpretations for teachers here. This may be 
so because many of the teachers I spoke to referred to themselves as middle-class, whilst implying that 
they were working-class. However, when it came to parents, most of the teachers referred to them as 
working-class/poor parents.  
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(Connell et al. 1982; Crozier 2000; Lareau 1989, 1992; Lightfoot 1978; Reay 1998a, 
1998b; Vincent 1996a).  
There has been much debate and controversy among scholars about the concept of 
social capital, its use and meaning (Fulkerson & Thompson 2008:537; Halpern 1999; 
3RUWHV,WVRULJLQVDUHWUDFHGWR'XUNKHLPIRUKLV³HPSKDVLVRQJURXSOLIHDV
an antidote to anomie and self-GHVWUXFWLRQ´DQGWR0DU[IRUKLV³GLVWLQFWLRQEHWZHHQ
an atomized class-in-itself and a mobilized and effective class-for-LWVHOI´ (Portes 
1998:2). However, Pierre Bourdieu, James S. Coleman, and Robert Putnam are often 
credited as the founding theorists of social capital (Field 2008; Foley & Edwards 
1999; Halpern 1999; Portes 2000; Smith 2007). For both Bourdieu and Coleman the 
origLQDO WKHRUHWLFDO GHYHORSPHQW RI WKH FRQFHSW ³FHQWUHG RQ LQGLYLGXDOV RU VPDOO
JURXSVDVWKHXQLWVRIDQDO\VLV´ZLWKVRPHVLJQLILFDQWYDULDWLRQVERWKIRFXVHGRQWKH
³EHQHILWVDFFUXLQJWRLQGLYLGXDOVRUIDPLOLHVE\YLUWXHRIWKHLUWLHVZLWKRWKHUV´3RUWHV
2000:2). For Putnam, however, social capital assumes an attribute of the community 
LWVHOI D µVWRFN¶ ³SRVVHVVHG E\ FRPPXQLWLHV DQG HYHQ QDWLRQV´ ZKLFK OHDGV WR
individual and collective benefits (Portes 1998:3).  
In the contemporary sociological discourse, Pierre Bourdieu has produced the most 
theoretically refined and systematic analysis of the concept of social capital (Portes 
 )RU %RXUGLHX ³VRFLDO ZRUOG DV DFFXPXODWHG KLVWRU\´ DQG ³FDSLWDO DV
DFFXPXODWHG ODERXU´ PHDQV PRYLQJ EH\RQG VLPSOH HFRQRPLc theory and studying 
³WKHXQLYHUVHRIH[FKDQJHV´LQDOOLWVIRUPVUHSUHVHQWHGLQWKH³LPPDQHQWVWUXFWXUHRI
WKH VRFLDO ZRUOG´ %RXUGLHX - %RXUGLHX¶V NH\ LQVLJKW LV WKDW IRUPV RI
capital are fungible (Portes 2000:2), which can be reduced to economic capital under 
certain conditions (Bourdieu 1986:243). Bourdieu defines social capital as: 
the aggregate of the actual or potential resources which are linked to 
possession of a durable network of more or less institutionalised relationships 
of mutual acquaintance and recognition±or in other words, to membership in 
a group±which provides each of its members with the backing of the 
collectivity-RZQHGFDSLWDOD³FUHGHQWLDO´ZKLFKHQWLWOHVWKHPWRFUHGLWLQWKH
various senses of the word. (Bourdieu 1986:248-49)  
It is clear from the above definition that social relationships position people to have 
mutual access to the resources of their acquaintances and that their stock depends on 
the amount and quality of connections one has with other people within a given group 
(Portes 1998:3-4). However, as the possession of and access to resources is uneven in 
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society, the concept of social capital is closely linked to social class and social 
VWUDWLILFDWLRQ LVVXHV 3LFKOHU 	 :DOODFH  7KHUHIRUH LQ %RXUGLHX¶V sociology 
differential access to capital shapes the economic and social worlds of the agents 
(Foley & Edwards 1999:143), which leads to the production and reproduction of 
inequalities and hierarchies in society (Field 2008:18). Bourdieu noted that 
relationVKLSEHWZHHQSHRSOH³PD\H[LVWRQO\LQWKHSUDFWLFDOVWDWHLQPDWHULDODQGRU
V\PEROLF H[FKDQJHV ZKLFK KHOS WR PDLQWDLQ WKHP´ %RXUGLHX  The 
important point to understand is that like other symbolic capitals, social capital 
requires an investment of time and effort on the part of the agent(s): 
« WKH QHWZRUN RI UHODWLRQVKLSV LV WKH SURGXFW RI LQYHVWPHQW VWUDWHJLHV
individual or collective, consciously or unconsciously aimed at establishing 
or reproducing social relationships that are directly usable in the short or long 
WHUP«%RXUGLHX 
Thus, for working-class parents, the network of connections they have may be 
thoroughly grounded in their respective investment strategies and social relationships, 
different from the middle-class parents and other social arenas. They may feel out-of-
step and hesitant to interact in uncharted territories such as a school setting. This 
would require social competencies of a different nature embedded in the social and 
cultural environment enacted in the school. For instance, the work and community 
interaction patterns of a parent who is a cobbler, bookbinder, or street vendor is likely 
to be influenced and shaped by the material and symbolic exchanges taking place and 
determining the structure of their respective social settings. Such parents may possess 
the right amount of social capital for effective interaction and integration in their 
respective social circles. However, when it comes to interaction with teachers and 
school, its logic and practice may demand a different set of resources, one that is not 
RQO\EDVHGRQRQH¶VVRFLDOFRQQHFWHGQHVVLQWKHVFKRROFOLPDWHEXWDOVRLQRWKHUIRUPV
of related capital. The absence of the right amount and quality of social capital may 
therefore disadvantage such parents, and impair their interaction and communication 
with teachers and school. It may then depend on the teachers and on the overall 
institutional habitus within the school to determine in what manner and form, if any, 
they communicate or interact with parents. ,QDGGLWLRQWR%RXUGLHX&ROHPDQ¶V
use of social capital is also of much relevance to my study.  
&ROHPDQDOVRFRQVLGHUVVRFLDOFDSLWDODVDUHVRXUFHZKLFKLQKHUHV³LQWKHVWUXFWXUHRI
UHODWLRQV EHWZHHQ DFWRUV DQG DPRQJ DFWRUV´ &ROHPDQ 6 &ouched in the 
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theory of rational action, Coleman defines social capital by its function, which he 
DUJXHVFRQVLVWVRIDYDULHW\RIHQWLWLHVZLWKWZRHOHPHQWVLQFRPPRQ³they all consist 
of some aspect of social structures, and they facilitate certain actioQV RI DFWRUV «
within the structure´ (Coleman 1988:S98). It implies that social capital is the 
aggregate of a diverse set of entities within a social structure, where each entity is 
part-and-parcel of and represents an aspect of the overall social structure, and plays a 
IDFLOLWDWLYHUROHLQFRQWH[WXDOLVLQJRQH¶VDFWLRQV7KLVPHDQVWKDWJLYHQSHRSOH¶VFODVV
and status, and the kind and amount of capital (human, cultural and economic) they 
SRVVHVV RQH¶V VRFLDOO\ LQWHUDFWLYH H[SHULHQFHV PLJKW KDYH LQGLYLGXDl, collective as 
well as contextual dimensions. Thus, for instance, the experiences and interactions of 
working-class parents are likely to be informed and influenced by their respective 
social capital, underpinning and structuring their personal and social lives.  
Coleman (1988) differentiates between physical capital, human capital and social 
capital. He explains that physical capital is tangible and is embodied in tools, 
machines and other equipment of daily use. Human capital, he argues, refers to 
changes in people so that their expertise, skills and capabilities allow them do things 
in new and novel ways. Coleman considers social capital DVOHVVWDQJLEOH³>FRPLQJ@
DERXW WKURXJK FKDQJHV LQ WKH UHODWLRQV DPRQJ SHUVRQV >ZKR@ IDFLOLWDWH DFWLRQ´
(Coleman 1988:S100). This signifies the dynamic nature of social capital acquired 
through interpersonal relations with others and which could be used in a specific 
social situation. In the context of communication between parents and teachers, the 
nature and quality of interaction would depend on the amount and quality of social 
capital possessed and appropriated by the various agents in their respective contexts. 
Hence, parents and teachers from the working-class and middle class backgrounds 
may appropriate and experience their social transactions differently. 
Coleman (1988) identifies three elements, which according to him represent social 
capital by their function. He discusses these under obligations, expectations and 
trustworthiness of structures; information channels; and norms and effective 
sanctions. 
,QH[SODLQLQJµREOLJDWLRQH[SHFWDWLRQVDQGWUXVWZRUWKLQHVVRIVWUXFWXUHV¶DVRQHIRUP
of social capital, Coleman argues that people within a given social structure hold 
µFUHGLWVOLSV¶E\GRLQJVRPHWKLQJIRURWKHUV and by trusting them. Such people expect 
and are confident of calling on their credit slips when they need them. On the other 
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hand, people who have received a favour are expected to reciprocate by paying off the 
RXWVWDQGLQJFUHGLWVOLSVDVDQµREOLJDWLRQ¶ on their part, as and when they are called 
upon. For Coleman in social structures where people are self-sufficient, they are 
unlikely to depend on each other and thus, ZLOOKROGIHZHUµFUHGLWVOLSV.¶,QFRQWUDVWLQ
social structures (such as in Pakistan) where self-sufficiency of material wealth is 
scarce and cultural codes are more powerful and institutionalised, reliance on credit 
slips would be higher and people having sufficient stock of the various forms of 
capital are more likely to have more credit slips compared to those with less stock. 
This, when translated into the social relation dynamics between teachers and working-
class/poor parents, may position teachers to have socially and culturally bestowed 
µFUHGLWVOLSV¶DQGµSRZHU¶IRUWKHLUWHDFKLQJor profession and the parents in turn may 
see themselves as subjugated to or having deference for teachers.  
Coleman maintains that expectation and obligation of the credit slips on the part of the 
actors within a given structure is based on the trustworthiness of the social 
environment in which the favours are done. For instance, in cultures (such as in 
Pakistan) where there is a strong allegiance to cultural practices and higher reliance 
on credit slips, people may inherently feel obliged to conform to the norms and 
reciprocate in ways deemed appropriate for given situations or social transactions. 
Hence, having some acquaintance with a teacher in an urban or rural background may 
PHDQHQWUXVWLQJ WKH WHDFKHUZLWK WKHUHVSRQVLELOLWLHVRI WDNLQJFDUHRIRQH¶V child in 
the school. This in turn may be reciprocated to in numerous forms either socially or 
materially, depending on the nature of relations between a parent and teacher (see 
Chapters Five-Eight). This leads us to another and related element of social capital 
that Coleman argues pertains to the acquisition of information.  
&ROHPDQ  LGHQWLILHV µLQIRUPDWLRQ FKDQQHOV¶ DV Dnother form of social capital 
that exists in social relations between people. He contends that acquisition of 
information is an impRUWDQW DVSHFW RI SHRSOH¶V DFWLRQ EXW acquiring it is a costly 
business, which rests upon the level of attention one pays to accessing certain 
information. For Coleman social relations provide one way of accessing information 
that people maintain for other purposes. To support this, he cites fashion, news, and 
research fields in which people get to know through their acquaintances about some 
new developments or other information that they may not have time or interest to 
access on their own. This means that people need to be aware of the current trends 
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and practices in their respective walks of life and to keep in touch with their friends 
and family and colleagues in order to have access to information which they may be 
able to use when needed.  
I would argue here that different layers of information channels exist in the various 
strata of society. At the upper level, people with a high amount and quality of the 
YDULRXV FDSLWDO PD\ EH DGHSW LQ XVLQJ µLQIRUPDWLRQ FKDQQHOV¶ DV D IRUP RI VRFLDO
capital for various purposes, such as for political ends or enhancing their social 
repertoire. At the lower end of the social spectrum, for the majority of people, 
µLQIRUPDWLRQFKDQQHOV¶DVDQDVSHFWRIVRFLDOUHODWLRQVWKDWIDFLOLWDWHDFWLRQPD\KDYHD
different understanding. For instance, for people with little or no education seeking 
out information or finding directions (by not being able to read signboards or 
understand directions etc.) in their daily life may be an important component of their 
social relations. LikewLVHEHFDXVHRIJDSVLQPDQ\RIWKHµFDSLWDOV¶DQGGXHWRWKHLU
limited social connectedness and literacy skills and knowledge, for working-class or 
poor parents communication with teachers DQG XVLQJ µLQIRUPDWLRQ FKDQQHOV¶ LQ WKH
context of education of their children may pose numerous problems (see Chapters 
Seven and Eight). 
The third aspect of social capital that Coleman (1988) LGHQWLILHV LV µQRUPV DQG
HIIHFWLYHVDQFWLRQV¶+HFRQWHQGV WKDWwhen norms are effective in society, they can 
inhibit crime, act as a reward for high school achievement and enable the elderly to 
walk freely at night without the fear for their safety. Coleman believes that norms, 
with the concept of collectivity at their core²reinforced by social support, status, 
honours and rewards²besides other higher order benefits, lead people to work for the 
overall public good. $QRUPLV³a principle of right action binding upon the members 
RIDJURXSDQGVHUYLQJWRJXLGHFRQWURORUUHJXODWHSURSHUDQGDFFHSWDEOHEHKDYLRXU´
(Merriam-Webster Dictionary 2008:online). The significance of norms and sanctions 
as forms of social capital is of importance in the context of parents and teachers and 
their mutual relations concerning children. For parents and teachers their 
understanding of the norms and sanctions may be based on the collective social 
understanding of the expected behaviours or actions that are understood to govern the 
YDULRXVDVSHFWVRIFKLOGUHQ¶VOLYHVDWKRPHLQVFKRRODQGLQWKHFRPPXQLW\ 
The point here is that whilst Coleman sees norms and sanctions as elements of social 
FDSLWDO IURP D %RXUGLHXLDQ SHUVSHFWLYH LW LV WKH DJHQWV¶ KDELWXV ZKLFK XQGHUSLQ
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norms and sanctions as deeply embedded subjective and objective structures) enacted 
in actions in their respective social fields through which these forms of social capital 
are instituted or practiced. In other words, there may be some significant variations in 
different social structures in the way parents and teachers see the applicability and 
permissibility of the norms and sanctions about children. Moreover, the fact that in a 
given social structure people have a collective understanding and agreement of the 
applicability of these forms of social capital indicate the significance and importance 
of the historically reciprocal role played between the intersections of the habitus of 
the agents within their respective social field(s). This is an important and significant 
DVSHFWRIWKHIRFXVRIP\VWXG\DQGFRQQHFWVZHOOZLWKWKHFRQFHSWVRIµFORVXUH¶DQG
µLQWHUJHQHUDWLRQDOFORVXUH¶&ROHPan 1988). 
In order to provide analytical dimension to the notion of social capital, Coleman 
 XVHV WKH FRQFHSW RI µFORVXUH¶ ZKLFK IDFLOLWDWHV QRUPV DQG VDQFWLRQV DQG
trustworthiness as property of social structures. Coleman contends that when people 
lack a collective social network (i.e. operate without a closure), the actions of a 
particular agent may go unabated, unless people join forces through their social 
QHWZRUN WR IRUP D FORVXUH WR SURYLGH D FROOHFWLYH VDQFWLRQ )RU LQVWDQFH D FKLOG¶V
actions within a community context may go unheeded (i.e. network without closure) if 
an adult does not know the father of the child. The arrangement may be different 
when the adult concerned knows the father of the child (i.e. provide a closure) and 
contacts him DERXW WKH FKLOG¶V DFWLRQ VXJJHVWLQJ LPSOHPHQWDWLRQ RI QRUPV RU
sanctions. However, applying sanctions as closure by chastising, disciplining or 
punishing a child may have consequences for teachers or other adults in the 
community if the parent of the child thinks this is not right.  
&ROHPDQ DOVR LQWURGXFHV DQRWKHU UHODWHG FRQFHSW ZKLFK KH FDOOV µLQWHUJHQHUDWLRQDO
FORVXUH¶ +H GHPRQVWUDWHV WKH ZRUNLQJ RI LQWHUJHQHUDWLRQDO FORVXUH LQ WKH UHODWLRQV
between parents, their children and the relations or connections they have outside the 
family i.e. with friends and acquaintances. Coleman argues that in a social network 
without an intergenerational closure, whilst pupils in a school may have high degree 
of closure among themselves (i.e. have expectations towards each other and a mutual 
understanding of behavioural norms), parents may not be linked socially to monitor 
and guide the behaviour of their children to enforce effective sanctions. For Coleman, 
parents with strong social ties represent intergenerational closure which act as a 
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UHVRXUFH IRU WKHP WR GLVFXVV WKH YDULRXV DVSHFWV RI FKLOGUHQ DQG ³WR FRPH WR VRPH
FRQVHQVXVDERXWVWDQGDUGVDQGDERXWVDQFWLRQV«QRWRQO\LQPDWWHUVUHODWHGWRVFKRRO
EXW LQ RWKHU PDWWHUV DV ZHOO´ &ROHPDQ 6 ,Q WKH FRQWH[W Rf my study, 
parents, and to some extent teachers, may exhibit intergenerational closure due to 
their close social and cultural ties. The practice of intergenerational closure may not 
only be due to longstanding social ties, but also because of a general understanding or 
consensus of the behaviours expected of children, and the role expected of adults. In 
this sense, one may say that social capital has a collective role towards social practice, 
which is what Putnam refers to when he talks about the concept of social capital.  
For Putnam social capital involves civic engagement and collective benefits: 
³6RFLDO FDSLWDO´ UHIHUV WR IHDWXUHV RI VRFLDO RUJDQL]DWLRQ VXFK DV QHWZRUNV
norms, and social trust that facilitate coordination and cooperation for mutual 
benefit. (Putnam 1995:67) 
Putnam takes social capital as a structural concept, with its community influence as 
dominant but not devoid of individual benefits. The features of social capital for 
social organisation identified here are in congruence with the elements identified by 
Bourdieu and Coleman in their writings. However, Putnam¶VDQDO\VLVRIVRFLDOFDSLWDO
centres round social institutions and public life from a broader perspective of 
communities and nations: 
7KHFHQWUDOLGHDRIVRFLDOFDSLWDO«LVWKDWnetworks and the associated norms 
of reciprocity have value. They have value for the people who are in them, 
and they have, at least in some instances, demonstrable externalities, so that 
there are both public and private faces of social capital. (Putnam 2001:41) 
For Putnam (1995) norms and networks of civic engagement have a powerful 
influence on the quality of public life and on the performance of social institutions. 
He argues that this has been evidenced successfully in civically engaged communities 
in various fields ranging from education, urban poverty, unemployment and health, to 
even the control of crime and drug abuse. For Putnam (1995:67) social trust and 
networks of social interaction enhance reciprocity and facilitate coordination, 
collaboration and communication, which may enhance the ³SDUWLFLSDQWV¶ ³WDVWH´ IRU
collective benefits.´ However, it is only through ³longstanding traditions of civic 
engagement´ that a sense of collective benefits can be seen in social organisations 
(Putnam 1995:66). In the context of Pakistan, whilst some ethnic groups may have 
strong social bonds that facilitate individual and collective benefits, generally weak 
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social organisations and lack of effective civic engagement traditions may present an 
individualised and fragmented form of social interaction.  
For Putnam the function of the PTA as a form of civic engagement in America 
provides the important role that parental involvement plays as social capital in the 
educational process. This collective approach towards an appreciation of the 
education of children (though not without tension, conflicts and other problems) and 
the issues they confront at various stages of their life provides the parents and teachers 
with a collective front and a concerted platform on which to understand each other 
and work for the common good of children. This might not happen for less developed 
and less civically engaged communities because it entails time, effort and resources 
(material or symbolic) to invest in the form of social capital and work for the common 
or collective good i.e. running a successful PTA benefiting children, their parents and 
schools.  
Michael Woolcock has contributed to the theoretical and empirical development of 
the concept of social capital, largely from an economic development perspective. 
Woolcock (2001:13) defines social capital as ³the norms and networks that facilitate 
collective action.´ +H distinguishes between ³bonding´ ³bridging´ and ³linking´ 
social capital (2001:13). For Woolcock the bonding social capital is what we see in 
the relations between family members, near friends and neighbours. The bridging 
social capital as a horizontal metaphor is held between distant friends, colleagues and 
associates who share the same demographic features. The linking social capital as a 
vertical metaphor is the ³capacity to leverage resources, ideas and information from 
formal institutions beyond the community´ (Woolcock 2001:13). In other words, 
linking refers to ³relations between different social strata in a hierarchy where power, 
social status and wealth are accessed by different groups´ (Cote 2001:30). The linking 
social capital is what enables people from one class (especially the working and poor 
class) to move up the social ladder (Woolcock 2001).  
The bonding, bridging and linking social capital are important aspects of social 
practice and closely related to my work. In exploring the interaction patterns of 
predominantly working-class parents with teachers in public secondary schools, the 
concepts of bonding, bridging and linking social capital will be helpful in highlighting 
the intricacies of relations. More specifically, when parents discuss the various ways 
in which they communicate with their children at home and with teachers in school 
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may essentially be exhibiting the bonding and bridging social capital. Moreover, the 
linking social capital is what many working-class parents may want to use when they 
interact with people from higher classes, to improve their lifestyle and raise their 
social status. However, all this will require them to use their knowledge and skills, 
which underpins their cultural capital. This is what I now explore and discuss.  
3.1.2 Cultural capital: linguistic codes, knowledge and skills 
%RXUGLHX¶V(1986) interest in the notion of cultural capital first started as a theoretical 
hypothesis for his research to find out the reasons for unequal scholastic achievement 
of children who came from different social classes. He therefore wanted to explain 
how the cultural capital brought by students from various classes and class fractions 
were put to use for academic success. In doing so, he wanted to break with the 
commonsense view and presuppositions, which saw academic success or failure due 
to natural aptitude, and in human capital theories. He criticised economic theory for 
failing to move beyond economism, which fails to relate the fact that scholastic 
achievement of students is due to cultural capital as an investment by family.  
The notion of cultural capital is one of the signature concepts of PLHUUH %RXUGLHX¶V
conceptual, theoretical and analytical toolkit (Kenway & McLeod 2004:525; Lareau 
& Weininger 2003:567). The importance of cultural capital can be established from 
WKHIDFWWKDWUHVHDUFKHUVLQGLYHUVHILHOGVKDYHSODFHG³FXOWXUHDQGFXOWXUDl processes 
DW WKH FHQWHU RI DQDO\VHV RI YDULRXV DVSHFWV RI VWUDWLILFDWLRQ´ /DUHDX 	 :HLQLQJHU
2003:567). In education, the concept of cultural capital has been at the core of the 
analyses of an array of issues and aspects. These include, for instance, student 
achievement, educational reproduction, educational attainment, educational policies, 
social class, educational stratification, and race (e.g. Crozier 1997; Crozier et al. 
2008a, 2008b; De Graaf et al. 2000; DiMaggio 1982; DiMaggio & Mohr 1985; 
Kalmijn & Kraaykamp 1996; Katsillis & Rubinson 1990; Lareau 1987; Reay 2004b; 
Roscigno & Ainsworth-Darnell 1999; Weininger & Lareau 2003). Research on racial 
inequality in schooling and differences in cultural capital has established the 
significance of cultural capital for the less privileged groups in the society for upward 
VRFLDOPRELOLW\.DOPLMQ	.UDD\NDPS7KLVVXSSRUWV%RXUGLHX¶VDUJXPHQW
that families from different social classes transmit different types and quantities of 
cultural capital and habitus to their children (Dumais 2006:102). 
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In a similar vein, in their critical assessment of the literature on cultural capital in 
educational research, Lareau and Weininger (2003:568) argue that conceptualising 
FXOWXUDOFDSLWDODV³KLJKEURZ´VWDWXVV\PEols has unnecessarily narrowed the terrain 
for cultural capital research. For Lareau and Weininger  
«WKHFULWLFDODVSHFWRIFXOWXUDOFDSLWDOLVWKDWLWDOORZVFXOWXUHWREHXVHGDVD
resource that provides access to scarce rewards, is subject to monopolization, 
and, under certain conditions, may be transmitted from one generation to the 
next. (Lareau & Weininger 2003:587) 
In this sense 
«LWPLJKWEHXVHIXOWRUHFRJQL]HWKDWDOOVRFLDOJURXSVKDYHFXOWXUDOFDSLWDO
and that some forms of this capital are valued more highly by the dominant 
LQVWLWXWLRQV DW SDUWLFXODU KLVWRULFDO PRPHQWV « >0@HPEHUV RI WKH ZRUNLQJ
class have cultural capital as well, but it is only rarely recognized by 
dominant social institutions. (Lareau 1987:83) 
I find myself in agreement with both Lareau (1987) and Lareau and Weininger (2003) 
in that the game of reproduction in society is open to all with the difference that some 
people already possess (early on through their socialisation) sufficient stock of the 
various forms of capital to begin with and thus are advantaged or privileged at the 
outset. The working-class or poor parents, in contrast, due to their disadvantaged and 
less privileged positions in the society, tend to make the most of whatever stock of 
cultural capital they possess. They do so primarily to maintain their position and, if 
possible, to enhance their social class position and to produce and reproduce the stock 
RIWKHLUFXOWXUDOFDSLWDOZKLFKPD\WDNHJHQHUDWLRQVWREHVHHQDVµYDOXHG¶+RZHYHU
unlike Lareau (1987), VRPH UHVHDUFKHUV VXJJHVW WKDW µORZHU VWDWXV SDUHQWV¶ GR QRW
possess cultural capital which they can pass on to their children (Dumais 2006:102). 
Bourdieu makes a subtle differentiation between this: 
In view of the fact that the apprehension and possession of cultural goods as 
V\PEROLFJRRGV«DUHSRVVLEOHRQO\IRUWKRVHZKRKROGWKHFRGHPDNLQJLW
possible to decipher them or, in other words, that the appropriation of 
symbolic goods presupposes the possession of the instruments of 
appropriation, it is sufficient to give free play to the laws of cultural 
transmission for cultural capital to be added to cultural capital and for the 
structure of the distribution of cultural capital between social classes to be 
thereby reproduced. (Bourdieu 1973:73) 
Bourdieu defines cultural capital as: 
« WKH VWUXFWXUH RI WKH GLVWULEXWLRQ RI LQVWUXPHQWV IRU WKH DSSURSULDWLRQ RI
symbolic wealth socially designated as worthy of being sought and 
possessed. (Bourdieu 1973:73) 
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Following Bourdieu, Lamont and Lareau suggest a definition of cultural capital that is 
grounded in highbrow culture and stratification: 
«LQVWLWXWLRQDOL]HGLHZLGHO\VKDUHGKLJKVWDWXVFXOWXUDOVLJQDOVDWWLWXGHV
preferences, formal knowledge, behaviors, goods and credentials) used for 
social and cultural exclusion. (Lamont & Lareau 1988:156) 
&XOWXUDO FDSLWDO LV WKHUHIRUH DW WKH FHQWUH RI WKH UROH WKDW VFKRROV SOD\ ³LQ ERWK
changing and in reproducing social and cultural inequalities from one generation to 
WKHQH[W´+DUNHU)RU%RXUGLHXLWLVWKHFulture of the dominant group (i.e. 
the elite or the ruling class, who control the social, political and economic capital), 
ZKLFKLVHPERGLHGLQWKHVFKRROVWKDW³ZRUNVDVDUHSURGXFWLRQVWUDWHJ\´OHDGLQJWR
FODVV UHSURGXFWLRQ +DUNHU  %RXUGLHX¶V Drgument is that educational 
institutions are structured in a way that judge student competencies on the possession 
of cultural capital of the dominant group, and therefore treat all students in the same 
ZD\DV³LIWKH\KDGHTXDODFFHVVWRLW´+DUNHU87).   
7KLV LV LPSRUWDQW VLQFHE\GLVUHJDUGLQJRQH¶V LQGLYLGXDO FRPSHWHQFLHV DQG IRFXVLQJ
instead on family and personal background, many students may not be seen as able 
and capable individuals but considered as deficient in the knowledge and skills 
required of them, subjecting them to stereotypes of varying nature, particularly from 
the teachers and others in school. This may in turn lead teachers to see parents of such 
VWXGHQWVDVKDYLQJDµGHILFLW¶not YDOXLQJµHGXFDWLRQ¶ (Crozier & Davies 2006; Davies 
1993:208), and VWHUHRW\SHG DV µLQGLIIHUHQW¶ &KDYNLQ ; Crozier & Davies 
2007:295) DQGµKDUGWRUHDFK¶&UR]LHU	'DYLHV HWFDQGWKHVWXGHQWVDVµOD]\¶
µGXOO¶ µPHQWDOO\ZHDN¶ DQG µLQFRPSHWHQW¶6XFKDQDSSURDFK WRZDUGV VXFK VWXGHQWV
and their parents may be embodied individually and collectively in the school culture 
in such a way that it may be seen as an established norm or more accurately as a part 
RIRQH¶VKDELWXV%RXUGLHXGHVFULEHVWKLVPRUHVXFFLQFWO\ 
By doing away with giving explicitly to everyone what it implicitly demands 
of everyone, the educational system demands of everyone alike that they have 
what it does not give. This consists mainly of linguistic and cultural 
competence and that relationship of familiarity with culture which can only 
be produced by family upbringing when it transmits the dominant culture. 
(Bourdieu 1973:80) 
Bourdieu (1986:243) identifies cultural capital in three forms: the embodied state 
which exists in the long-lasting dispositions of the mind and body; the objectified 
state which exists in the form of cultural goods (pictures, books, dictionaries, 
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machines etc.); and the institutionalised state which exists in the form of academic 
FUHGHQWLDOV RU TXDOLILFDWLRQV 7KH LQVWLWXWLRQDO UHFRJQLWLRQ RI D SHUVRQ¶V Hducational 
qualification helps its conversion into economic capital by valuing the level of 
achievement one holds. 
Bourdieu explains that cultural capital in its embodied state takes time to accumulate 
as it cannot be got readymade but requires a considerable amount of time and energy 
E\DSHUVRQWRDFTXLUHZKDWKHFDOOVµFXOWXUHFXOWLYDWLRQ%LOGXQJ.¶%RXUGLHXargues 
that the embodied capital [which he also calls habitus (Bourdieu 1993:86)] is better 
transferred to children in those families where sufficient stock of embodied capital is 
available and is invested at appropriate times to give children the head start they need 
in meeting the demands in the scholastic market. This means that for children where 
families are endowed with strong cultural capital, ³the accumulation period covers the 
whole period of socialisation´ (Bourdieu 1986:246). This is where Bourdieu argues 
stratification of classes occurs.  
Bourdieu (1986) clarifies that the objectified form of cultural capital±such as 
paintings, writings, machines, tools etc.±have material significance and therefore 
transmissible to anyone, their underlying embodied capital is not directly transferable. 
It follows that the possession of objectified cultural capital may mean nothing unless 
one possesses the required embodied cultural capital. Bourdieu illustrates this by an 
example that the use of a machine (objectified capital) can only be made if the person 
using it possesses the required embodied cultural capital, which of course relies on the 
required knowledge of operating that machine.  
For Bourdieu (1986) cultural capital in its institutionalised state is exemplified in the 
form of educational credentials or qualifications. These have an objectified form in 
that these are officially instituted, which is a testament to the requirements of a certain 
level of competence that is culturally, socially and legally acceptable. Bourdieu is 
critical of the structural impediments of institutionalised segregation of students by 
not catering to the individual differences of each student. This, Bourdieu argues, 
qualifies certain students with a guarantee of competence in certain areas of cultural 
capital, and denying others of this recognition. Furthermore, Bourdieu explains that as 
educational qualifications have value, their holders are compared and exchanged for 
one another. As educational qualifications have economic value, its holder has the 
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bargaining power to exchange that cultural capital in the labour market on the 
negotiated terms and conditions with the holders of economic capital. 
%RXUGLHX¶V FRQFHSW RI FXOWXUDO FDSLWDO FRYHUV D ZLGH YDULHW\ RI UHVRXUFHV ZKLFK
LQFOXGH³YHUEDOIDFLOLW\JHQHUDOFXOWXUDODZDUHQHVVDHVWKHWLFSUHIHUHQFHVLQIRUPDWLRQ
DERXW WKH VFKRRO V\VWHP DQG HGXFDWLRQDO FUHGHQWLDOV´ 6ZDUW] 997:75). The way 
these resources shape our interactions, provide a better understanding of the 
PHFKDQLVPV WKURXJK ZKLFK ³VRFLDO-background effects are translated into unequal 
VFKRROSHUIRUPDQFHDQGVXEVHTXHQWFDUHHUFKRLFHV´6ZDUW]:LWKLWVXVH 
LQ HGXFDWLRQ %RXUGLHX VHHV FXOWXUDO FDSLWDO DV ³EUHDNLQJ ZLWK WKH UHFHLYHG ZLVGRP
that attributes academic success or failure to natural attitudes, such as intelligence or 
JLIWHGQHVV´6ZDUW])RUKLPVXFFHVVLQVFKRROLVEHWWHUXQGHUVWRRGE\Whe 
TXDQWLW\ DQG W\SH RI ³FXOWXUDO FDSLWDO LQKHULWHG IURP WKH IDPLO\ PLOLHX WKDQ E\ WKH
PHDVXUHVRILQGLYLGXDOWDOHQWRUDFKLHYHPHQW´6ZDUW] 
6ZDUW]DUJXHVWKDWFXOWXUDOFDSLWDOSURYLGHV³DXVHIXOFRQFHSWXDOLVDWLRQIRU
analysing stratiILFDWLRQ SURFHVVHV LQ DGYDQFHG FRXQWULHV´ DQG FRQWHQGV WKDW WKH
FRQFHSW ³LV OHVV XVHIXO IRU DQDO\VLQJ JURXSV ZLWK IHZ SRZHU UHVRXUFHV´ 0\
FRQWHQWLRQ LV WKDW µVWUDWLILFDWLRQ SURFHVVHV¶ XQGHUO\LQJ WKH FRQFHSW PDNHV LW HTXDOO\
useful for the study of groups with fewer cultural resources. This is so because the 
quest for access to resources is a natural urge and above all socially instituted in 
multidimensional ways, determining the patterns of practices of the agents according 
to their relative position in thHVRFLDOVSDFH0RUHRYHUZKLOVWSHRSOHZLWKOHVVµSRZHU
UHVRXUFHV¶PD\ EH FRQVWUDLQHGE\ WKHLUSHUVRQDO DQG VLWXDWLRQDO FRQVWUDLQWV WKH IDFW
that they are actively engaged in maintaining and enhancing their positions indicate 
the significance and appropriation of a certain amount of the various capitals. For 
instance, a poor parent with less stock of the various resources of cultural capital, may 
feel handicapped in those situations requiring different levels of cultural capital. 
Nevertheless they may be able to incorporate from that experience (according to their 
capacity) some of the resources, which they may be able to deploy or appropriate in 
future similar situations. This is where the role of habitus becomes important, which I 
now discuss. 
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3.2 Exploring the role of habitus in human practices 
The use of habitus as a theoretical and analytical tool is a central plank of my study. It 
is a useful concept to help me interpret and understand the socially and culturally 
embedded interaction patterns of and between the various agents in the home and 
school arena of my study. However, it is important first to lay some foundation for 
what constitutes the habitus and how well the theory might explain the research 
questions I set out to explore.  
The notion of habitus is not a unique, original or a new concept; its use and presence 
has been traced back over the centuries (Grenfell & James 1998:15). Some writers 
and thinkers who have used something similar to the concept of habitus in their 
writings include Aristotle, Ockham, Thomas Aquinas, Husserl, Merleau-Ponty, Elias, 
as well as Durkheim and Weber (DiMaggio 1979; Grenfell & James 1998:15; Maton 
2008:56). Bourdieu himself refers to the presence and use of the notion of habitus 
countless times in history by writers as different as Hegel, Husserl, Weber, Durkheim 
and Mass; their use of the term was in a more or less methodical manner (Bourdieu 
1990a:12). 
According to Jenkins (2002:74) habitus LVD/DWLQZRUGZKLFKPHDQV³DKDELWXDORU
typical condition, state or appeDUDQFH SDUWLFXODUO\ RI WKH ERG\´ )RU 0DKDU et al. 
 KDELWXV LV ³D VHW RI GLVSRVLWLRQV FUHDWHG DQG UHIRUPXODWHG WKURXJK WKH
FRQMXQFWXUHRIREMHFWLYHVWUXFWXUHVDQGSHUVRQDOKLVWRU\´%RXUGLHXGHILQHVhabitus as: 
« V\VWHPV RI GXUDEOH WUDQVSRVDEOH dispositions, structured structures 
predisposed to function as structuring structures, that is, as principles of the 
generation and structuring of practices and representations which can be 
REMHFWLYHO\³UHJXODWHG´DQG³UHJXODU´ZLWKRXW LQDQ\ZD\EHLQJ WKe product 
of obedience to rules, objectively adapted to their goals without presupposing 
a conscious aiming at ends or an express mastery of the operations necessary 
to attain them and, being all this, collectively orchestrated without being the 
product of the orchestrating action of a conductor. (Bourdieu 1977:72) 
µ'LVSRVLWLRQV¶ DUH DW WKH KHDUW RI WKH concept of habitus, which Bourdieu argues 
involve learning, conscious or unconscious, deliberate or unplanned, in the numerous 
fields where agents participate. The important SRLQW LV WKDW LW LV WKH SHRSOH¶V
interactive involvement or the urge and need for action in the social world that the 
habitus lends its way to the system of generative schemes, which being positioned in 
the agents acts in consonance with the objective structures of the field. Hence, ³RQHRI
the crucial features of habitus is that it is embodied, it is not composed solely of 
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PHQWDO DWWLWXGHV DQG SHUFHSWLRQV´ 5HD\ G It is due to these qualities or 
aspects of the habitus of the parents and teachers that I was interested in, which 
demanded a qualitative stance for my research. By sharing their perceptions and 
H[SHULHQFHV DV WKHLU OLIH QDUUDWLYHV DERXW WKH WRSLF LW LV DFWXDOO\ WKH SDUWLFLSDQWV¶
habitus with comes to the fore as a dLVFHUQLEOH RU HPSLULFDO DVSHFW RI SHRSOH¶V
experiences. The habitus in this sense is not only a theoretical tool, but is also a 
method for describing and analysing the understandings and practices (Gates 2000:84) 
of parents and teachers played out in the various fields, where culture plays a 
dominant role in constituting the habitus.  
,QDVLPLODUYHLQ+DUNHUVXJJHVWVWKDWWKHFRQFHSWRIKDELWXV³PD\EHVHHQ
as close to the concept of culture, but in a personalised sense - i.e. habitus is the way a 
FXOWXUH LV HPERGLHG LQ WKH LQGLYLGXDO´ 7KLV PD\ VHW DSDUW WKH UROH RI KDELWXV DV D
SURFHVV DV ZHOO DV LWV µFRXFKLQJ¶ DELOLW\ RI DFFRPPRGDWLQJ DQG UHSOLFDWLQJ FXOWXUDO
practices one experiences in a given culture. Bidet describes it more succinctly as: 
«>7@KHFXOWXUHRIDQHSRFKFODVVRUDQ\JURXSDVLWLVLQWHUQDOLVHGE\WKH
individual in the form of durable dispositions that are at the basis of his/her 
behaviour. (Bidet 1979, cited by Harker 1984:120) 
Culture undoubtedly plays a central role in the formation of the habitus, as it is 
embodied in its varying forms such as the way people speak, communicate and 
practice their customs, traditions, etc. However, it is the practical and reciprocal 
engagement of the individuals in their environment or field, which provides 
opportunities for internalising dispositions and generating a capacity for action. 
Therefore, in this sense the habitus is a mediating concept, which is what Brubaker 
(1985) refers to in defining the term: 
The habitus is defined abstractly as the system of internalized dispositions 
that mediates between social structures and practical activity, being shaped 
by the former and regulating the latter. (Brubaker 1985:758)  
$FFRUGLQJWR0D\DQG3RZHOOWKHZRUGµKDELWXV¶LPSOLHVVRPHWKing akin 
to the Greek word hexis, which relates to deportment, manner and style, etc. It is 
viewed as history objectified or embodied in people, which becomes evident in and 
through social transactions in the way we talk, move, get on with other people and 
make sense of the environment. Bodies may then be analysed from the interactions 
that take place between taste, social location and the formation of habitus (May & 
3RZHOO ,QRWKHUZRUGV³WKHKDELWXV LVHPERGLHGVRFLDOVWUXFWXUH´*DWHV
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2000:84 DQG ³EHLQJ HPERGLHG DQG WDFLW WKH KDELWXV DFWV DV RXU VHFRQG QDWXUH
permeating our tastes, acceptable social practices, dress, demeanour and forms of 
LQWHUDFWLRQV´ *DWHV  0RUH LPSRUWDQWO\ ³LW LV D QRWLRQ WKDW WUDQVFHQGV WKH
dichotomy and disWLQFWLRQEHWZHHQVWUXFWXUHDQGDJHQF\´*DWHV 
The habitus FDQEHVHHQDVDµVWRFN¶RUDQµLQYHVWPHQW¶RUDVDSRWHQWLDOUHVRXUFHLH
people internalise dispositions from their environment in which they live and interact 
and convert these to practices as and when required. The social or field influence is 
therefore a powerful one in forming the habitus. Individuals acquire dispositions in 
social positions within a field, which involve personal or subjective adjustment to that 
situation (Mahar et al. 1990:10). Therefore, agents or people who operate through an 
interactive harmony within their environment use their dispositions as transposable 
entities in new practices within their specific structures or fields. In other words, in 
%RXUGLHX¶V WKHRU\ RI SUDFWLFH ³KXPDQ DFWLRQ LV FRQVWLWXWHG WKURXJK D GLDOHFWLFDO
UHODWLRQVKLS EHWZHHQ LQGLYLGXDOV¶ WKRXJKW DQG DFWLYLW\ DQG WKH REMHFWLYH ZRUOG´
(Grenfell & James 1998:14).  
As dispositions and generative classificatory schemes are the essence of the habitus, 
-HQNLQVFRQVWUXHVIURP%RXUGLHX¶VZRUNDWKUHHIROGPHDQLQJRIWKHhabitus, as 
embodied in agents or human beings. Firstly, in its seemingly invisible state, the 
habitus resides or exists in the heads of the actors. For instance, it may be the state of 
anticipatory interaction experience between a parent and a teacher, when they have 
not interacted or spoken to one another and are thinking what the other counterpart 
might have to say or talk. This may also be a step towards positioning oneself along 
the power dynamics continuum. In their respective social space and in social 
hierarchy, teachers and parents may be adept in anticipating the thought processes and 
DVVRFLDWHG UHVSRQVH PHFKDQLFV ZLWK ZKLFK WR DSSURDFK WKH VLWXDWLRQ 6HFRQG ³WKH
habitus only exists in, through and because of the practices of actors and their 
interaction with each other and with the rest of their environment: ways of talking, 
ZD\VRIPRYLQJZD\VRIPDNLQJWKLQJVRUZKDWHYHU´-HQNLQV7KXVKHUH
the habitus is turned into something tangible, which is evident through the behaviour 
of individuals and identifies what and who they are and how they go about doing 
different things. For example, in the school environment, a teacher may be in a better 
position to differentiate between a parent and some other people by not only their 
outwardly appearance but also more clearly when they interact more closely and talk 
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and exchange points of view. Thirdly -HQNLQV  LGHQWLILHV ³SUDFWLFDO
WD[RQRPLHV´ZKLFK³DWWKHKHDrt of the generative schemes of the habitus, are rooted 
LQWKHERG\´µ3UDFWLFDOWD[RQRPLHV¶DFFRUGLQJWR%RXUGLHXLVDVWUXFWXUHRIKRPRORJ\
and opposition, incorporated into the habitus as a natural given or objective system of 
classification (Lane 2000:120). For instance, hot/cold, up/down, male/female are 
rooted in sensory experiences and are all primarily sensible from the viewpoint of a 
person who has embodied a particular habitus (Jenkins 2002). 
The important thing to remember here is that habitus on its own is an empty concept; 
³>LW@LVRIWHQOLWWOHPRUHWKDQWKHRUHWLFDOLFLQJRQDQHPSLULFDOFDNH´0DWRQ
It is in the field that habitus is appropriated by agents in conjunction with various 
forms of capital to produce meaningful practices. Therefore, the practices thus 
SURGXFHGGHWHUPLQHWKHUHDVRQVRIWKHDJHQWV¶HYHU\GD\LQWHUDFWLYHH[FKDQJHVZLWKLQ
a given social system. Bourdieu uses a simple equation to try to explain (social) 
practice:  
[(habitus) (capital)] + field = practice (Bourdieu 1984:101) 
Maton interprets the above equation as: 
«SUDFWLFH UHVXOWV IURP UHODWLRQV EHWZHHQ RQH¶V GLVSRVLWLRQV KDELWXV DQG
RQH¶VSRVLWLRQLQDILHOGFDSLWDOZLWKLQWKHFXUUHQWVWDWHRISOD\RIWKDWVRFLDO
arena (field) (Maton 2008:51). 
The habitus is DXQLTXHFRQFHSWLQWKDWLWDFWVDVDµVSRQJH¶WRKHOSDJHQWVLQWHUQDOLVH
the various externalities of the social world in the form of dispositions and its 
JHQHUDWLYHGLPHQVLRQVDFWDVDµODXQFKLQJSDG¶IRUDFWLRQRUSDUWLFLSDWLRQLQWKHVRFLDO
world. TherHKDVEHHQPXFKGHEDWHDERXWZKDWDFWXDOO\WKHZRUGµGLVSRVLWLRQ¶HQWDLOV
(Jenkins 2002:76). Bourdieu justifies its use which, according to him, encapsulates 
WKUHH GLVWLQFW PHDQLQJV ³D µWKH UHVXOW RI DQ RUJDQLVLQJ DFWLRQ¶ D VHW RI RXWFRPHV
which [BourdiHX@GHVFULEHVDVDSSUR[LPDWLQJWRµVWUXFWXUH¶EDµZD\RIEHLQJ¶RUD
µKDELWXDOVWDWH¶DQGFDµWHQGHQF\¶µSURSHQVLW\¶RUµLQFOLQDWLRQ¶´-HQNLQV 
Bourdieu (1977:72 UHIHUV WR KDELWXV DV µVWUXFWXUHG VWUXFWXUHV¶ DQG µVWUXFWXULQJ
VWUXFWXUHV¶ in the definition and explanation of the concept; the former implies 
something permanent and durable, which has links to the past, whereas the latter 
suggests the dynamic quality of the habitus, as constantly adapting to the changes in 
the environment. Lau  LQKLV FULWLFDO LQWHUSUHWDWLRQRI%RXUGLHX¶VZRUNRI WKH
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habitus and the practical logic of practice argues that the habitus comprises of two 
sides: 
2QH VLGH DV µVWUXFWXUHG VWUXFWXUH¶ FRQFHUQV IRUPDWLRQ $FTXLVLWLRQ PD\
sometimes involve reflection, but mostly involves non-reflective sense, 
which may become conscious. For instance, in dining out with their children, 
a lower-class couple avoids certain restaurants. The children practically sense 
WKDWWKH\DUHµQRWIRUXV¶1HYHUWKHOHVVWKH\PD\RQe day ask to go to one of 
WKHVH UHVWDXUDQWV DQG EH WROG WKDW µLW¶V WRR H[SHQVLYH¶ 7KURXJKRXW QRWKLQJ
FDQ EH UHJDUGHG DV FRUSRUHDO 7KH RWKHU VLGH DV µVWUXFWXULQJ VWUXFWXUH¶
concerns practices generated by dispositions, which are mostly non-
reflective, but can also surface to awareness. Thus, agents are sometimes, 
able to account for their practices, for instance, when induced to reflect upon 
them. (Lau 2004:377) 
6LPLODUO\ 0DWRQ  GHOLQHDWHV WKH µVWUXFWXUH¶ DVSHFW RI KDELWXV IXUWKHU +H
argues tKDWWKHKDELWXVLV³VWUXFWXUHG´LQWKDWLWKDVLWVRULJLQVLQDQLQGLYLGXDO¶VSDVW
and present, such as family upbringing, background and educational experiences. The 
KDELWXVLV³VWUXFWXULQJ´LQWKDWLWKHOSVWRVKDSHRQH¶VSUHVHQWDQGIXWXUHDFWLRQVDQG
pUDFWLFHV7KHKDELWXVLVD³VWUXFWXUH´LQWKDWLWLVDWKRURXJKO\RUJDQLVHGV\VWHPUDWKHU
WKDQ KDSKD]DUG RU XQSDWWHUQHG 7KLV ³VWUXFWXUH´ RI KDELWXV FRPSULVHV D V\VWHP RI
dispositions that generate perceptions, appreciations and practices (Maton 2008:51). 
Moreover, the important point here is that the habitus is a potential, a capacity, or a 
propensity, which is a part or aspect of an individual. It does not represent the 
individual as a whole, but their unique personal and natural abilities and their past and 
present experiences in their specific environments or cultures, which mould or 
orientate them to think and act in manners that are in complete harmony to the system 
they belong. This means that:  
The habitus is inculcated as much by experience as by teaching, while its 
power is seen to derive from the lack of thought which informs its 
manifestations. Quite simply, competent performances are produced on a 
routine basis, in the process of which objective meaning is reproduced. (May 
& Powell 2008:129) 
The generative principles which underpin our performances and structures of 
practices provide a clue to the structured and structuring nature of the habitus, which 
is embodied in the agents in the form of objective and internalised dispositions and as 
an ability or propensity of strategic action (Bourdieu 1990b:52; Maton 2008:56; 
Potter 2000:237). The role that the habitus plays therefore is an important one, which 
forms bonds and connections at various levels or dimensions in the social scheme of 
things. It is WKXV³the link not only between past, present and future, but also between 
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WKHVRFLDODQGWKHLQGLYLGXDOWKHREMHFWLYHDQGVXEMHFWLYHDQGVWUXFWXUHDQGDJHQF\´
(Maton 2008:53). It is this linking aspect of the habitus that Bourdieu often refers to 
in exSODLQLQJWKHFRQFHSWZKLFKKHDOVRGHVFULEHVDVµa JHQHWLFPRGHRIWKRXJKW¶DQG
as capital:  
The habitus, as the word implies, is that which one has acquired, but which 
has become durably incorporated in the body in the form of permanent 
dispositions. So the term constantly reminds us that it refers to something 
historical, linked to individual history, and that it belongs to a genetic mode 
RI WKRXJKW DV RSSRVHG WR HVVHQWLDOLVW PRGHV RI WKRXJKW « 0RUHRYHU E\
habitus the Scholastics also meant something like a property, a capital. And 
indeed, the habitus is a capital, but one which, because it is embodied, 
appears as innate. (Bourdieu 1993:86) 
The use of the habitus as capital or more specifically as an aspect of cultural capital, 
in its embodied state (Bourdieu 1986:243), points to its overlapping and harmonious 
connection with culture. It is here that the habitus and cultural capital appear as one, 
since parents and teachers in everyday practices do not need to think about the 
structural dynamics of their own structures, and the practices they generate signify 
their unity with the social and cultural environment of which they are an important 
part. They are constantly engaged in a continuous process of meaning making, within 
their specific environments, be it the school, home or other social arenas. This 
disposes them to speak their mind, provided they do not feel threatened or at risk of 
losing some of their capital(s).  
%RXUGLHX¶VXVHRIWKHKDELWXVDVa µJHQHWLFPRGHRIWKRXJKW¶(Bourdieu 1993:86) or 
µJHQHWLFVWUXFWXUDOLVP¶%RXUGLHXDLVDQDWWHPSWWRRYHUFRPHWKHREMHFWLYH-
subjective or structure and agency duality. It is an attempt to: 
XQGHUVWDQG KRZ µREMHFWLYH¶ VXSUD-individual social reality (cultural and 
institutional social structure) and WKH LQWHUQDOLVHGµVXEMHFWLYH¶PHQWDOZRUOGV
of individuals as cultural beings and social actors are inextricably bound up 
together, each being a contributor to ± and, indeed, an aspect of ± each other. 
(Jenkins 2002:19-20) 
The subjective-objective dynamism in social practices positions or disposes actors to 
WKHSURFHVVRIUHSURGXFWLRQRIWKHLUKDELWXVZKLFKKDSSHQVDFFRUGLQJWRWKHDFWRUV¶
situated positions in the social framework of things. This is where class and cultural 
capital plays a significant role in social stratification, which is clearly adopted in the 
process of schooling and education: 
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PRIVILEGED 
GROUP 
UNDER-PRIVILEGED 
GROUP 
REPRODUCTION 
HABITUS µ68&&(66¶ 
CULTURAL CAPITAL 
HABITUS µ)$,/85(¶ 
CULTURAL CAPITAL 
ASSIMILATION 
 
Individuals are possessed, constituted by structural generative schemes that 
organise our social practices. Yet, practice is a cognitive, social operation 
reproducing the structures from which it came. However, the process here is 
one of reproduction rather than replication. Reproduction allows for some 
variation and diversity, some break from staticity, yet, at the same time, it 
imposes some boundaries and limitations on what we can do and conceive. It 
is there that the habitus becomes significant since it is the generative force 
behind this diversity and limitation working at the interface of cognition and 
social action. Schools, schooling and education, both formal, in institutions 
and informal, in the home and locality, are particularly significant and 
generating. The habitus is important for social reproduction because it 
confers upon some children an advantageous positioning in society. Those 
pupils whose habitus best fits the legitimate modus operandi of the 
institutions ± that of the dominant social group ± draw favours which dispose 
them to acquire greater exchangeable cultural capital. « (Gates 2000:92-93) 
Practices and interactions are central to the processes and patterns of relations I am 
exploring of/between the various stakeholders in the home and school arenas. It is 
here that the issues of class and social stratification may become more visible since 
WKHµVRFLDOLPDJH¶RIWKHSXEOLFHGXFDWLRQV\VWHPPD\EHVHHQDVIRUWKHµGHSULYHG¶
µWKH ZRUNLQJ-FODVV¶ RU µSRRU SHRSOH¶ DQG for µWKRVH¶ SHRSOH ZKR FDQQRW DIIRUG WR
send their children to private fee charging schools. There may therefore be an attitude 
RUVWHUHRW\SHLQPDQ\WHDFKHUV¶PLQGVWRZDUGVWhe parents, the pupils and their home 
EDFNJURXQGV DV µGLVDGYDQWDJHG¶ DQG ODFNLQJ LQ µDELOLWLHV¶ FXOWXUDO FDSLWDO DV D
FXUUHQF\RI³VXFFHVV´+DUNHU7KHUHPD\ WKHUHIRUHEHDVWURQJGHVLUH LQ
the parents to move up the social ladder, to have comfort, peace, success and capital. 
The process of social reproduction is better explained in the following figure:  
 
 
 
 
 
 
 
Figure 3.1 The cycle of reproduction 
Source: Harker (1984:118) 
For a person to succeed from a working-class background or a non-dominant group to 
a higher social stratum, the accumulation and use of the appropriate cultural capital is 
required, with consequences for changes in the habitus (Harker 1984:118). Harker 
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argues that these changes in the habitus are called embourgeoisement from a social 
class perspective and assimilation when we refer to cultural or ethnic groups. 
%RXUGLHX¶VPDLQWKUXVWRIUHVHDUFKRQHGXFDWLRQin exploring those processes in which 
the school system propagates or perpetuates inequalities, may be seen as constituting 
of five levels (Harker 1984:118): 
Level Process of inequalities in education In the context of my study 
1 For non-dominant group children there tends to 
be a low success rate in all kinds of school tests 
and external examination. Expectations in the 
groups to which such children belong are 
adjusted accordingly and become part of the 
habitus. 
For instance, in my study, most of the children 
studying in public schools at any level may be seen 
to have poor backgrounds, implying they are 
disadvantaged from social and cultural perspectives, 
ZKLFK VWHUHRW\SH WKHP DV µODFNLQJ¶ :LWK WKLV LQ
mind, the likelihood of many of them is that they 
leave school even before completing their primary 
(around 50%) and secondary education (27%) (GoP 
2003d). 
2 Where (against the odds) some success is 
attained, non-dominant group children and their 
families tend to make the wrong option choices. 
That is choices are made that lead to educational 
(and occupation) dead ends.  
In their world, where struggle and survival are the 
key aspects of life, working-class parents may aim 
IRUµTXLFN-IL[HV¶7KLVPHDQVWKDWPRVWSDUHQWVPLJKW
view obtaining a secondary school certificate from a 
utilitarian perspective, for seeking a menial job, as a 
passport for earning. 
3 The further up the system the greater the 
tendency for the schools to recognise only those 
who recognise them-what Bourdieu calls the 
learned ignorance of the schools and selection 
DJHQWV7KDWLVWKHVFKRROVUHZDUGZLWKµVXFFHVV¶
only those students who acknowledge the criteria 
of that success and the authority of the school 
and its teachers to dispense it. With the schools 
HPERG\LQJ RQO\ RQH µFXUUHQF\¶ RI FXOWXUDO
capital, this has a very powerful assimilationist 
outcome. 
This level is important, since public schools in most 
cases might portray a culture or environment of 
class-consciousness, with consequences for the 
VWXGHQWV¶ KDELWXV WKHUHE\ LQIOXHQFLQJ WKHLU
personalities and academic life. 
4 The denigration of the academic-the preference 
for style over content. In the French school 
system, Bourdieu argues, the teachers and 
H[DPLQHUVORRNIRUµVW\OH¶ZKLFKLVDSURGXFWRI
the habitus of the cultivated classes, and can 
never be fully mastered by those without the 
appropriate background. 
As a part of the former British colony, the British 
legacy or influence has had an enormous influence 
upon the habitus of people in Pakistan. This may be 
evident in the school and social system in 
DEXQGDQFH LH RQH¶V FRPSHWHQFH DQG VRFLDO
influence as measured by how well a person can 
communicate in English, rather than how 
knowledgeable and capable a person might be. 
5 Credential inflation. With the spread of higher 
qualifications (which gives the illusion of 
increasing opportunities), employers turn to 
other criteria for selection purposes. These 
criteria, Bourdieu argues are determined by 
habitus, including such things as style, 
presentation, language and so on. The possession 
of the appropriate habitus then constitutes a form 
of symbolic capital which acts as a multiplier of 
the productivity of educational capital 
(qualifications). 
Those very few, who manage to assimilate somehow 
to get some of the cultural capital and habitus 
required for participation in higher strata, may not be 
able to compete with those who are already well 
connHFWHG LQ WKH µVRFLDO JDPH¶ DQG ZKR KDYH IXOO
mastery of the rules and strategies. This may position 
the ones who are well connected to secure places or 
jobs of their own choosing, whilst others might only 
EHWKLQNLQJDERXWXQGHUVWDQGLQJWKHµJDPH¶LWVHOI 
Source: Adapted from Harker (1984:118-119)  
However, the actualisation of habitus, capital and the process of reproduction cannot 
be meaningful and complete if we ignore the concept of field, which makes 
everything meaningful, commonsensical and worth invHVWLQJRQH¶VWLPHDQGHQHUJLHV
This is what I now turn to. 
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3.3 Conceptualising the notion of field 
The concept of field in my study provides the broader canvas on which practices and 
interactions take place between parents and teachers and other stakeholders within the 
social scheme of things. It is a canvas filled with colours and contrasts, signifying 
dimensions of life, which are rooted in power and struggle, class and culture and 
between agents and their corresponding objective and physical realities and materials. 
In this section, I explore the concept of field. I also address the question of how the 
field as a theoretical and analytical tool helps to answer the research questions I set 
out to explore in this study.  
3.3.1 The notion of field 
Simply puW ³D ILHOG FDQ EH DQ\ VWUXFWXUH RI VRFLDO UHODWLRQV´ .LQJ  )RU
%RXUGLHXDILHOGLVDVRFLDODUHQD³ZLWKLQZKLFKVWUXJJOHVRUPDQRHXYUHVWDNHSODFH
RYHUVSHFLILFUHVRXUFHVRUVWDNHVDQGDFFHVVWRWKHP´(Jenkins 2002:84). The concept 
of field is RQH RI WKH LPSRUWDQW WRROV RI %RXUGLHX¶V FRQFHSWXDO WRRONLW ZKLFK KH
GHYHORSHGJUDGXDOO\DVDQDQDO\WLFDOPHWKRGLQWKHVDQG¶VDIWHUGHYHORSLQJ
the concepts of cultural capital, habitus, strategies, and practices in the 1960s (Swartz 
1997:118). Many different fields can be identified such as, academic, artistic, 
religious, scientific, intellectual, literary, educational (Bourdieu & Wacquant 1992), 
including home and school and the overall social space as fields. 
The notion of field is not a static concept; rather it is dynamic and multidimensional 
in character. It is the site for production and reproduction of strategies, actions and 
practices of the agents in the existing physical and social space within a given field. 
The field is therefore not only the site for the agents to structure, change and adapt 
their habituses to maximise their profits, but as a result, it remains itself in a constant 
flux and therefore reproduces and restructures with the passage of time. This is 
probably why Bourdieu describes the concept of field as le champ and not les prés to 
show that fields are sites of struggle and competition such as in the game of football, 
or in the field of science fiction, or the field of forces in physics (Thomson 2008:68).  
Bourdieu sees structure, agency and practices as dynamic entities and stresses the 
UHODWLRQDOFDSDFLW\RUTXDOLW\RIWKHILHOGWKURXJKRXWKLVZRUN+HDUJXHVWKDWWR³WKLQN
in terms of field is to think relationally´ (Bourdieu 1989:39). In the social space or 
field, habitus, capital and practices therefore overlap and interlink in multidimensional 
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ways. Given their specific contexts, i.e., their habituses, etc., the concern of parents 
and teachers might be to pursue those aspects or practices, which matter the most to 
them or where they feel that the stakes are high. For instance, whilst most working-
FODVVSDUHQWVPLJKWEHFRJQLVDQWRIWKHLPSRUWDQFHRIWKHLUFKLOGUHQ¶VHGXFDWLRQWKH\
may be constrained in numerous ways by/within their various fields of engagement. 
As a result, their major concern might be to earn a livelihood for the family, as 
survival may be the most important stake for them. Similarly, whilst most teachers in 
a typical public school might be aware about the educational benefits of interaction 
with parents, they may be constrained by numerous factors such as the influence of 
the school culture or their other work engagement patterns as a possible justification 
or a constraint for not contacting parents. The concept of field therefore becomes an 
important tool to help interpret the various scenarios in which people interact.  
Following Bourdieu and others, I believe that the overall social space within a specific 
context is to be seen and analysed as a constellation or conglomeration of layers of 
fields, which are interdependent, interrelated and multidimensional. Therefore, to 
understand their habitus(es), in their respective field(s) and the social and cultural 
aspects that underpin the various dimensions of their lives, exploring and discussing 
the practices and interactions of parents and teachers formed the main aims of my 
research. 0\ HPSKDVLV WKHUHIRUH ZDV RQ H[SORULQJ WKH µSRVLWLRQV¶ DQG µSRVLWLRQ-
WDNLQJV¶ %RXUGLHX & Wacquant 1992:105) of the agents as reflexive and dynamic 
members of their respective fields. 7KH µSRVLWLRQV¶ RI DJHQWV QRW RQO\ GHWHUPLQH RU
enact objective relations between the various other positions in a given field, but most 
importantly the amount of power (or capital) residing in these positions determine or 
situate agents to have access to profits (according to their capacity) within the field. 
Bourdieu explains this in defining the notion of field: 
In analytical terms, a field may be defined as a network, or a configuration, of 
objective relations between positions. These positions are objectively defined, 
in their existence and in the determinations they impose upon their occupants, 
agents or institutions, by their present and potential situation (situs) in the 
structure of the distribution of species of power (or capital) whose possession 
commands access to the specific profits that are at stake in the field, as well 
as by their objective relation to other positions (domination, subordination, 
homology, etc.). (Bourdieu & Wacquant 1992:97) 
For Bourdieu power relations, struggles, strategies and stakes are central to the 
structure and functioning of field, within which agents and institutions are engaged to 
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maximise their profit or capital to maintain their status-quo, which contributes to 
symbolic violence (Bourdieu 1993:73). As a result, this has consequences for those 
who do not possess the right amount of capital and are not positioned appropriately in 
WKHµILHOG¶WREHDEOHWRFRPSHWHHTXDOO\DQGHIIHFWLYHO\ZLWKRWKHUVLQWKHVRFLDOJDPH
and to break the cycle of perpetuated state of inequalities. For the working-class and 
SRRUSDUHQWVWKDWPLJKWEHWKHFDVHDVWKHLUµSRVLWLRQV¶DQGWKHDVVRFLDWHGSRZHUDQG
capital they possess may not always be sufficient to help them to think, plan and work 
beyond the basic necessities of life. They might not possess the right amount of 
FDSLWDO ERWK PDWHULDO DQG V\PEROLF WR LQYHVW LQ WKHLU FKLOGUHQ¶V HGXFDWLRQ ERWK DW
home and at school; although they may have an understanding of what investment it 
entails to assimilate in the upper class structures of the society. However, to make 
some sense of how interactions and relations unfold or are experienced by the parents 
and teachers in public secondary schools, as a researcher it is important to go beneath 
the surface of the common, superficial or taken-for-granted understanding of the 
events of life. This is where the notion of field assumes an important place in my 
UHVHDUFK 'XH WR LWV UHODWLRQDO ORJLF LW HQFRXUDJHV ³WKH UHVHDUFKHU WR VHHN RXW
underlying and invisible relations that shape actioQ´6ZDUW]DQGSUDFWLFHV
of the agents and stakeholders in the home and school arenas, individually and 
reciprocally and within the overall social space.  
In order to understand the dynamics of home and school as fields and the logic of 
practice of the agents who occupy these fields within the overall social space, I take 
RQERDUG%RXUGLHX¶VVXJJHVWLRQRIDQDO\VLQJWKHILHOGLQ WKUHHGLVWLQFWVWDJHV
or operations. Firstly, Bourdieu suggests that one must evaluate or examine the 
position of WKHILHOGLQTXHVWLRQLQUHODWLRQWRWKHµILHOGRISRZHU¶%RXUGLHX
As the dominant and preeminent field of any society, the field of power is therefore 
regarded as the basis of the hierarchical power relations that structure all other fields 
(JeQNLQV6RLQWKHFRQWH[WRIWKHµILHOGRISRZHU¶WKHILHOGG\QDPLFVRIWKH
public school education system in Pakistan might be seen as structured along the 
lower rungs of the social, political and power hierarchies that impede the actors in 
havinJDQ\LQIOXHQFHWRZDUGVWKHµILHOGRISRZHU¶LQWKHRYHUDOOVRFLDOVWUXFWXUH 
Secondly, Bourdieu proposes that an analysis of the field in question must involve 
PDSSLQJRXWRUFKDUWLQJWKH³REMHFWLYHVWUXFWXUHRIWKHUHODWLRQVEHWZHHQWKHSRVLWLRQV
occupiHGE\WKHDJHQWVRULQVWLWXWLRQV´(Bourdieu 1989:40) who compete to maintain 
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authority or to appropriate capital in its various forms (Jenkins 2002:86). The 
implication of this stage for my research is that I locate the relative position of home 
and school and map out the objective structure of relations between them. This might 
mean locating the respective places of school and home from the perspectives of 
parents and teachers and their views on how they relate to or interact with each other 
through the various means that may be available to them.  
Thirdly, to understand the mechanics of the field, Bourdieu stresses the need for 
analysing the habitus of agents (Bourdieu 1989:40). This is so because it is through 
their engagement within the field that agents internalise or acquire a system of 
dispositions, which is based on the social and economic realities or situations that help 
to structure or determine their trajectories or strategies which leads to producing 
meaningful practices (Bourdieu 1989). In this sense, field is to be seen as a structured 
system of social relations that has macro and micro dimensions where agents, groups 
and institutions are all linked in some ways to one another, thereby determining and 
reproducing social activity in its various forms (Grenfell & James 1998:16). 
Therefore, home and school as fields within a field(s) provide a good reference point 
LQZKLFKWKH³SRVLWLRQVRI LQGLYLGXDOVEHWZHHQLQGLYLGXDOVEHWZHHQLQGLYLGXDODQG
institutions, and between institutions and institutions) can be mapped or located, and 
WKH JHQHUDWLQJ SULQFLSOHV EHKLQG WKHLU UHODWLRQV DVFHUWDLQHG´ *UHQIHOO 	 -DPHV
1998:16). I will now explore home and school as fields to help develop and provide 
an understanding of the contexts in which they are located in my study. 
3.3.2 Home and school as fields 
Home and school are structures or fields in their own right, in the theoretical sense of 
the word as well as given their physical existence in a given social setting, where they 
have their own logic of practice, which is embedded in history, culture, politics, etc. 
They stand in dialectical relationship to each other and to other fields within the social 
space. For any given field, it is the agents and their strategies and practices that help 
to structure a field, who in turn are conditioned by it, either individually or 
collectively albeit in different ways. This makes the field as a site of logic, meaning 
DQGFRPPRQVHQVHDSODFHZRUWKVSHQGLQJRQH¶VWLPHWRSOD\WKHJDPHDQGWRDFFUXH
the stakes. Bourdieu oftHQ LQYRNHV WKH DQDORJ\ RI WKH µJDPH¶ DQG WKH µIHHO IRU WKH
JDPH¶ ZKHQ H[SODLQLQJ WKH YDULRXV DVSHFWV RU GLPHQVLRQV RI WKH QRWLRQ RI ILHOG
(Bourdieu 1990a:64, 1990b:66; Bourdieu & Wacquant 1992:98). The agents or 
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players (in my case parents, teachers and other stakeholders) are adept in the rules and 
strategies of the game (given their specific circumstances) and are conditioned or 
automated in such a way that they mostly play by the rules of their respective fields 
and act accordingly where they feel that the stakes are high or at risk. Here I introduce 
my understanding of the logic of practice of home and school from the context of my 
study, where religion, culture and social values play an important role in the structure 
and functioning of the fields and of the agents who inhabit these fields. 
The home as a unitary structure is the pivot around which all activities of a typical 
working-class family in rural or urban areas of Peshawar are structured. A typical 
family might look like this: predominantly patriarchal, a couple might have on 
average 5-8 children, with the father as the sole breadwinner (possibly his son(s) 
working part-time after school especially in urban areas) and the mother having the 
responsibilities for the upkeep of the home. For many families, especially in the rural 
context, living in an extended or joint family system may be a common practice. This 
will have implications on the way the home functions and the culture and politics that 
underpin it would influence the life of everyone involved, including many aspects of 
the future of children, especially their education, marriage etc. The father being the 
dominant figure in the home would appear to dictate all or most of the decisions made 
in the home. The mother may also have a say in the home matters and in aspects of 
WKHLU FKLOGUHQ¶V OLYHV +RZHYHU JLYHQ WKH LQIOXHQFH RI WKH SDWULDUFKDO IDPLO\ DQG
social system, deeply engrained in the habitus of the agents, predominantly the 
PRWKHU¶VUROHDQGLQIOXHQFHPLJKWEHVHHQZLWKLQWKHKRPH+RZHver, in most cases, 
the father will have the final authority in almost all decisions of everyday matters and 
in all aspects of life.  
7KH LQWHUSOD\ EHWZHHQ WKH µSRVLWLRQV¶ WKH YDULRXV DJHQWV RFFXS\ LQ WKH KRPH LV
LPSRUWDQW VLQFH WKH µILHOG RI SRZHU¶ HPDQDWes from the patriarchal position of the 
father which trickles down hierarchically from the wife to children and between them. 
It is here at home and in the broader social context that social, cultural and religious 
norms or values overlap, intermingle and are practiced in a way as to be seen as 
predominantly representing the religious identity. It may therefore be not surprising 
that researchers interpret and portray the social and cultural dimensions and practices 
of the agents as representing religious ideology, without properly understanding the 
teachings of the religion itself (e.g. Durrani 2007; Durrani 2008). Whilst religion 
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(seen as a complete code of life) undoubtedly has an important role in the SHRSOH¶V 
lives in Pakistan especially in the NWFP, it may be the socially and culturally situated 
subjectivities of the people through which much of what the religion propagates is 
filtered, which may collectively be seen as an embodied religious identity and 
representation. The issue of gender disparities for girls in education and their related 
issues of personal and social life therefore require careful examination and 
comparison of the social and cultural practices with an informed understanding of the 
religious (Islamic) doctrines.  
My focus in this study is not on exploring religious practices vis-à-vis socio-cultural 
practices of the agents within their various contexts. However, as socio-cultural 
contexts and practices play an important role in determining how parents and teachers 
might interact with each other and within their own contexts, I am careful in my 
analysis of these concepts to avoid confusion and misinterpretation. The home as a 
field therefore entails a broader understanding of its underlying socio-cultural 
dynamics to help me interpret the µREMHFWLYH VWUXFWXUH RI UHODWLRQV¶ %RXUGLHX
1989:40) that exist between the agents in it, which has implications for how parents 
DQGWKHLUFKLOGUHQPLJKWVLWXDWHDQGUHODWHWKHPVHOYHVZLWKWKHµILHOG¶RIVFKRRO 
The logic and practice that the school embodies as a field though structured along 
formal and pre-established rules and regulations within an administrative mechanism, 
might mostly mirror and enact the social and cultural life prevailing outside its four 
walls and more specifically of the population, it caters for. In other words, class, class 
dynamics and other associated social and cultural traits of the stakeholders involved 
DQG SDUWLFLSDWLQJ LQ WKH µILHOG¶ RI VFKRRO ZRXOG ODUJHO\ GHWHUPLQH WKH QDWXUH DQG
TXDOLW\RI WKH ILHOG µDWPRVSKHUH¶SUHYailing in a given school. In Pakistan, given its 
highly stratified society, numerous streams of education run parallel to each other, 
with elite schools at the one end of the spectrum catering for the few and the 
privileged class of the society to the government schools at the other end of the 
FRQWLQXXPFDWHULQJ IRU WKHPDVVHV0RVW VWXGHQWV WKHUHIRUH ³DWWHQGLQJJRYHUQPHQW
VFKRROV FRPH IURP IDPLOLHV ZLWK PRGHVW LQFRPHV´ :DUZLFN 	 Reimers 1995:14). 
This is probably why the notion of public education is generally associated with a 
specific class, i.e. the poor, the working-class and the disadvantaged communities.  
*LYHQ WKLV FRQWH[W SXEOLF VHFRQGDU\ VFKRRO DV D µILHOG¶ LQYRNHV VSHFLILF VWUXFWXUDO
PHFKDQLVPV DQG SUDFWLFHV WKDW EHVLGHV µWKH ILHOG RI SRZHU¶ Pight be seen as 
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intricately woven in the habitus of the agents. The dominant patriarchal system might 
DOVRGLFWDWH WKHXVHRI µSRZHU¶ WRVLWXDWHDQGGHWHUPLQHKLHUDUFKLFDOO\ WKHVWDWXVDQG
SRVLWLRQ RI WKH DJHQWV ZLWKLQ WKHLU UHVSHFWLYH ILHOG µSRVLWLRQV¶ 7he positions that 
SULQFLSDOVDQG WHDFKHUVRFFXS\PLJKWEHVHHQDV WKH WRSRI WKHS\UDPLGRI µSRZHU¶
whilst the students and their parents at the receiving end (i.e. perceived and 
H[SHULHQFHGDVKDYLQJOHVVµSRZHU¶ORFDWHGDWWKHERWWRPRIWKHS\UDPLGRIµSRZHU¶
,Q RWKHU ZRUGV WKH VFKRRO DGPLQLVWUDWLRQ FRQVLGHUHG DV µNQRZOHGJHDEOH¶ DQG
µHGXFDWHG¶ FDQ EH VHHQ WR ZLHOG DQG H[HUFLVH µSRZHU¶ LQ D ZD\ WKDW LV VRFLDOO\ DQG
culturally sanctioned by the agents or more specifically by the parents. In this way, 
thHSUDFWLFHWKDWWKHVFKRROHPERGLHVDVDµILHOG¶PD\EHVHHQWRRSHUDWHIURPDWRS-
GRZQ KLHUDUFK\ (YLGHQFH DOVR VXJJHVWV WKDW LQ 3DNLVWDQ¶V SXEOLF VFKRRO HGXFDWLRQ
µQDWLRQDO FXOWXUH¶ DQG µKLJK SRZHU GLVWDQFH FXOWXUH¶ SRVLWLRQ KHDG-teachers in 
autocratic and paternalistic roles, with the subordinates exhibiting a strong sense of 
dependence on their superiors (Simkins et al. 2003:288). Whilst the nature of the 
school environment might depend on the individual head-WHDFKHU¶V OLIH WUDMHFWRU\
mediated within their particular school systems (Simkins et al. 2003), the respective 
µSRVLWLRQV¶RIWKHLQGLYLGXDOWHDFKHUVZLWKLQWKHRYHUDOOVFKRROVWUXFWXUHDQGLQUHODWLRQ
to one another might provide a complex matrix of power relations. These complex 
µILHOG¶ G\QDPLFV ZLWKLQ WKH VFKRRO GULYHQ DQG VKDSHG E\ WKH WHDFKHUV¶ LQGLYLGXDO
habitus and the collective institutional habitus will have implications for the quality of 
school life, the learning experiences of students and the ways in which parents are 
µWDNHQLQ¶E\WKe school.  
3.4 Chapter summary 
In this chapter, I have outlined the theoretical concepts that I aim to use as conceptual 
and analytical tools to help me understand and interpret the myriad of parent and 
teacher relations and practices within their respective contexts of home and school 
and with one another reciprocally. However, relations and practices of parents and 
teachers are not inert entities; rather in practice, they are dynamic and 
multidimensional in character. At the crux of these are not only the issues of class and 
culture, power and structures, but also the dynamics of reproduction and stratification, 
stakes and the struggle for appropriation of VWDNHV PDNHV WKH µVRFLDO JDPH¶ ZRUWK
investing ones time and resources. Therefore, the notion of social and cultural capital 
as broader sociological concepts will aid in how their interplay with and through the 
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habitus, agents negotiate structures and appropriate practices within their various 
respective field(s) settings that each require a different set of logic and practice 
underpinned by their respective set of strategies.  
With this in mind, in the next chapter, to operationalise the theoretical tools, I will 
discuss the methodology and methods to concretise the research questions I set out to 
explore in the study. 
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Chapter Four ² Research Methodology and Methods 
In the previous chapter, I discussed the theoretical framework of the study that 
underpins the use of capital, habitus and field as conceptual and analytical tools for 
understanding parent-teacher relations in public secondary schools. In this chapter, I 
discuss the research methodology and methods that I adopted to explore the main 
UHVHDUFKTXHVWLRQVµ+RZGRSDUHQWVDQGWHDFKHUVLQWHUDFWDQGFRPPXQLFDWHLQSXEOLF
secondary schools in Peshawar, Pakistan? How do their relations become structured 
and influenced in the respective HQYLURQPHQWVRIKRPHDQGVFKRRO"¶:LWKWKHUHVHDUFK
questions in mind, I first discuss the philosophical assumptions and research paradigm 
that guided this study before considering qualitative case study methodology as the 
research enquiry. A discussion of the plan and conduct of the fieldwork then follows 
in which I consider in detail the various data gathering tools and procedures used for 
the research, which then leads into the discussion of the procedures and processes of 
data analysis. Towards the end of the chapter, I explore the issues of validity and 
reliability in the light of my research. Finally, I consider ethical concerns pertaining to 
the research participants and the overall research practice. 
4.1 Philosophical assumptions and research paradigm 
7KHSKLORVRSKLFDOTXHVWLRQRIKRZZHPLJKWNQRZDERXWµUHDOLW\¶KDVOHGWRDPRQJ
others) two competing views or paradigms in the social sciences, broadly pitched 
between the positivist or objectivist and constructivist/subjectivist/ 
naturalist/interpretivist traditions (Bloor & Wood 2006:122; Creswell 2007:15; Crotty 
1998:5; Lincoln & Guba 1985:37; Merriam 2009:8). Researchers belonging to the 
former camp see reality as IL[HGREMHFWLYHDQGDV³RXW WKHUH´ZKLFK LV³REVHUYDEOH
VWDEOHDQGPHDVXUDEOH´ 0HUULDP3RVLWLYLVPWKHUHIRUH³ERWKSURFODLPV WKH
suitability of scientific method to all forms of knowledge and gives an account of 
ZKDW WKDW PHWKRG HQWDLOV´ Bryman 1988:14). Positivists contend that the social 
sciences can be studied using the methods of natural sciences and only that 
NQRZOHGJHZKLFKFDQZLWKVWDQGWKHWHVWRIµREMHFWLYLW\¶FDQEHUHJDUGHGDVDXWKHQWLF
Positivism demands that a researcher detaches himself/herself from the field of 
investigation and apply the scientific methods of investigating a phenomenon, which 
may yield objective data (Bryman 1988). Resultantly, positivists are more likely to 
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use quantitative methods for their research, using surveys, statistical techniques and 
related research tools; the interpretations of results/findings are based on numbers.  
)RU WKH UHVHDUFKHUV LQ WKH ODWWHU FDPS µUHDOLW\¶ KROGV PXOWLSOH PHDQLQJV DQG
interpretations, and thus is fluid, dynamic and positioned strongly in individual 
VXEMHFWLYHH[SHULHQFHV)RUQDWXUDOLVWRULQWHUSUHWLYLVWUHVHDUFKHUV³UHDOLW\LVVRFLDOO\
FRQVWUXFWHG´ZKLFKPHDQV³WKHUH LVQRVLQJOHREVHUYDEOH UHDOLW\´ UDWKHU³WKHUHDUH
multiple realities, or interpretations, of a single evHQW´ 0HUULDP  )RU WKH
QDWXUDOLVWV WKHUHIRUH ³LQGLYLGXDOV¶ EHKDYLRXU FDQ RQO\ EH XQGHUVWRRG E\ WKH
UHVHDUFKHU VKDULQJ WKHLU IUDPH RI UHIHUHQFH XQGHUVWDQGLQJ RI LQGLYLGXDOV¶
interpretations of the world around them has to come from the inside, noWWKHRXWVLGH´
(Cohen et al. 2007:19). Interpretivist or constructivist researchers use qualitative 
methods for their research, using observation, interviews, written documents (Patton 
2002:4); the interpretations of results/findings are based on words and description.  
As the present research aimed to explore and understand how parents and teachers 
interact and communicate in secondary schools, adopting a qualitative research 
VWUDWHJ\WKHUHIRUHZDVYLWDOWRXQGHUVWDQGWKHSDUWLFLSDQWV¶YLHZVDQGH[SHULHQFHs, and 
WKHLU³LQWHUSUHWDWLRQVRIWKHZRUOGDURXQGWKHP´&RKHQet al. 2007:19). Furthermore, 
for guiding and shaping research in qualitative research it is important that researchers 
are clear about the paradigmatic stance or worldview they bring to and make use of in 
UHVHDUFK&UHVZHOO$SDUDGLJPLV³DZD\RIWKLQNLQJDQGPDNLQJVHQVHRIWKH
FRPSOH[LWLHV RI WKH UHDO ZRUOG´ 3DWWRQ  ,W LV D ³VHW RI EHOLHIV WKDW JXLGH
action, whether of the everyday [practices] or action taken in connection with a 
GLVFLSOLQHGLQTXLU\´*XED:KLOVWWKHUHDUHDQXPEHURISDUDGLJPVWKDWRQH
can choose for their research, this research uses social constructivism as the research 
paradigm. My approach towards social constructivism is better captured in the 
following quotation: 
In this worldview, individuals seek understanding of the world in which they 
live and work. They develop subjective meanings of their experiences±
meanings directed towards certain objects or things. These meanings are 
varied and multipOHOHDGLQJWKHUHVHDUFKHUWRORRNIRUFRPSOH[LW\RIYLHZV«
7KHJRDORIUHVHDUFKWKHQLVWRUHO\DVPXFKDVSRVVLEOHRQWKHSDUWLFLSDQWV¶
views of the situation. Often these subjective meanings are negotiated 
socially and historically. In other words, they are not simply imprinted on 
individuals but are formed through interaction with others (hence social 
constructivism) and through historical and cultural norms that operate in 
LQGLYLGXDOV¶OLYHV&UHVZHOO-22) 
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There is therefore an inherent interplay between the agency and structure, between the 
habitus and field of the agents and their circumstances, which resultantly culminates 
in the complexity of their practices. 7RORRNIRUWKHµFRPSOH[LW\RIYLHZV¶RISDUHQWV
and teachers, and to understand WKH µVXEMHFWLYH PHDQLQJV RI WKHLU H[SHULHQFHV¶ D
qualitative case study methodology was employed for the research, which I discuss in 
the section that follows.  
4.2 Qualitative case study methodology 
This study employs a qualitative case study approach for understanding the relations 
between parents and teachers and for examining how these relations are structured 
and influenced in the home and school arenas. The case study approach provided the 
best fit for the research design of the study. It was so because my main research 
TXHVWLRQV ZHUH EDVHG RQ ³KRZ´ TXHVWLRQV , KDG ³OLWWOH FRQWURO RYHU HYHQWV [as the 
behaviours of parents and teachers could not/were not to be manipulated]´ DQG WKH
IRFXVRIP\VWXG\ZDVRQD³FRQWHPSRUDU\SKHQRPHQRQ´ZLWKLQD³UHDO-OLIHFRQWH[W´
(Yin 2003:1).  
Whilst there can be various types of case studies, three types are mainly identified, 
which are the intrinsic case study, the instrumental case study and the collective case 
study (Creswell 2007:74; Merriam 2009:48; Stake 2005:445). In an intrinsic case 
study, a researcher is particularly interested in a specific case because of some 
specific interest to understand better the particular case (such as a particular child, 
clinic, and curriculum). In an instrumental case study, the focus of the research is on 
³DQHHGIRUJHQHUDOXQGHUVWDQGLQJ´³E\VWXG\LQJDSDUWLFXODUFDVH´6WDNH,Q
RWKHUZRUGVZKHQ³DSDUWLFXODU FDVH LV H[DPLQHGPDLQO\ WRSURYLGH LQVLJKW LQWR DQ
LVVXH RU WR UHGUDZ D JHQHUDOL]DWLRQ´ 6WDNH  UHVHarchers use instrumental 
case studies. A collective case study (or multiple case study) is an extension of an 
LQVWUXPHQWDO FDVH VWXG\ LH ³WKH RQH LVVXH RU FRQFHUQ LV DJDLQ VHOHFWHG EXW WKH
LQTXLUHUVHOHFWVPXOWLSOHFDVHVWXGLHVWRLOOXVWUDWHWKHLVVXH´(Creswell 2007:74). Since 
P\ LQWHUHVW ZDV WR H[SORUH WKH ³SKHQRPHQRQ´ RI SDUHQW-teacher relations in four 
SXEOLFVHFRQGDU\VFKRROVORFDWHGLQGLIIHUHQWFRQWH[WVZLWKGLIIHUHQWµSRSXODWLRQDQG
JHQHUDO FRQGLWLRQ¶ P\ VWXG\ FDQ WKHUHIRUH EH FDOOHG DV an instrumental, collective 
case study (Stake 2005:445). 
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+RZHYHUZKLOVW³DFDVHVWXG\LVDUHVHDUFKDSSURDFKLQZKLFKRQHRUDIHZLQVWDQFHV
RIDSKHQRPHQRQDUHVWXGLHGLQGHSWK´%ODWWHUPRVWDXWKRUVHPSKDVLVHthe 
study of case(s) within a bounded system:  
Case study research involves the study of an issue explored through one or 
more cases within a bounded system (i.e. a setting, a context). (Creswell 
2007:73) 
A case study is an in-depth description and analysis of a bounded system. 
(Merriam 2009:40) 
« $FDVHVWXG\«LVDVSHFLILFXQLTXHERXQGHGV\VWHP«6WDNH 
:KDW , FRQVWUXH IURP WKH WHUP µERXQGHG V\VWHP¶ LV DQ HPSKDVLV RQ GHOLPLWLQJ WKH
boundaries of the study being undertaken, which in my study are the context and 
settings of secondary schools, within which the various agents operate, interact and 
communicate with one another or within their own spheres. However, I also 
DFNQRZOHGJHWKDWWKH³ERXQGDULHVEHWZHHQSKHQRPHQRQDQGFRQWH[W´<LQ
are fluid as the relations between parents and teachers are not only examined in terms 
of the physical and interactional aspects but also the conceptual and more historical 
basis of relations between them need a more elaborate approach that transcends such 
boundaries. This is where the theoretical framework comes into play which 
underpinned by the notions of capital, habitus and field provides theoretical 
scaffolding and helps decode the meaning of what it entails for parents and teachers to 
interact and communicate with one another. In this sense, my methodology is mainly 
explanatory, whilst also utilising the facets of exploratory and descriptive case studies 
(Yin 2003:1).  
For the explanatory dimension to the case study, the use of multiple methods therefore 
goes hand in hand with this approach, as Creswell explains: 
«7KHLQYHVWLJDWRUH[SORUHVDERXQGHGV\VWHPDFDVHRUPXOWLSOHERXQGHG
systems (cases) over time, through detailed, in-depth data collection 
involving multiple sources of information (e.g., observations, interviews, 
audiovisual material, and documents and reports) and reports a case 
description and case-based themes. (Creswell 2007:73) 
It is helpful to note that qualitative case studies also have some special features. 
Merriam (2009:43-44) delineates some of these that she characterises as 
particularistic, descriptive and heuristic. By particularistic, she implies that case 
studies focus on a particular situation, event, programme, or phenomenon. The 
specificity of focus in a case study research makes it a good design for practical 
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problems, such as exploring the relations between parents and teachers in public 
schools. Since case studies focus on in-depth understanding of the cases, the 
descriptive end product provides a rich, thick description of the phenomenon being 
studied. In its descriptive vein, case studies have also been called as holistic, lifelike, 
grounded and exploratory. It is therefore through the parents¶ and teachers¶ 
description of the contextualisation of their perceptions and experiences that my study 
aims to providH D µULFK¶ DQG µWKLFN GHVFULSWLRQ¶ ,Q LWV heuristic sense, case studies 
HOXFLGDWH WKH UHDGHU¶V XQGHUVWDQGLQJ RI WKH SKHQRPHQRQ EHLQJ VWXGLHG 7KHUHIRUH
FDVH VWXGLHV FDQ ³EULQJ DERXW WKH GLVFRYHU\ RI QHZ PHDQLQJ H[WHQG WKH UHDGHU¶V
experience, or confirm ZKDW LV NQRZQ´ S 7KHKHXULVWLF IHDWXUHRI FDVH VWXGLHV
leads to naturalistic generalisation: 
A case study provides vicarious instances and episodes that merge with 
H[LVWLQJ LFRQV RI H[SHULHQFH « 6RPHWLPHV DQ H[LVWLQJ JHQHUDOLVDWLRQ LV
reinforced; sometimes modified as a result of the case study, sometimes 
H[SORGHGLQWRLQFRPSUHKHQVLELOLW\«4XDOLWDWLYHFDVHVWXG\LVYDOXHGIRULWV
ability to capture complex action, vignettes and narratives that feed into the 
naturalistic generalizations of readers and writers. (Stake 2007, cited by 
Merriam 2009:44) 
A further discussion of the generalisation of the study is presented in Section 4.7. 
Again drawing on Stake (1981), Merriam argues that the knowledge gained from the 
case study research is different from other research findings in four significant ways. 
Case study knowledge is  
x More concrete±case study knowledge resonates with our own experience 
because it is more vivid, concrete, and sensory than abstract. 
x More contextual±our experiences are rooted in context, as is knowledge 
in case studies. This knowledge is distinguishable from the abstract, 
formal knowledge derived from other research designs. 
x More developed by reader interpretation±readers bring to a case study 
their own experience and understanding, which lead to generalizations 
when new data for the case are added to old data.  
x Based more on reference populations determined by the reader±in 
JHQHUDOL]LQJ « UHDGHUV KDYH VRPH SRSXODWLRQ LQ PLQG 7KXV XQOLNH
traditional research, the reader participates in extending generalization to 
reference populations. (Merriam 2009:44-45, citing Stake 1981) 
,QD VLPLODUYHLQ%ODWWHU DUJXHV³FDVHVWXGLHVKDYHD VWURQJFRPSDUDWLYH
DGYDQWDJHZLWKUHVSHFWWRWKH³GHSWK´RIWKHDQDO\VLVZKHUHGHSWKFDQEHXQderstood 
as empirical completeness and natural wholeness or as conceptual richness and 
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WKHRUHWLFDO FRQVLVWHQF\´ However, case study researchers need to address certain 
challenges and limitations that its design poses and levelled against it from different 
quarters. The most frequently mentioned criticism of case study approach is the 
credibility of generalizations of its findings (Denscombe 2007:45; Merriam 2009:51). 
+RZHYHUDVTXDOLWDWLYHUHVHDUFKHUVDUHPRUH LQFOLQHG WRGHSWKDQGSURGXFLQJµWKLFN
descriSWLRQ¶³LWLVWKHUHDGHUQRWWKHUHVHDUFKHUZKRGHWHUPLQHVZKDWFDQDSSO\WRKLV
RU KHU FRQWH[W´ 0HUULDP  /LNH RWKHU TXDOLWDWLYH JHQUHV ³FDVH VWXGLHV DUH
RIWHQSHUFHLYHGDVSURGXFLQJ µVRIW¶GDWD´³ODFNLQJ WKHGHJUHHRI ULJRXU H[SHFWHGRI
sociDO VFLHQFH UHVHDUFK´ DQG ³LOO VXLWHG WR DQDO\VHV DQG HYDOXDWLRQV´ 'HQVFRPEH
2007:45- 6LQFH ³WKH UHVHDUFKHU LV WKH SULPDU\ LQVWUXPHQW RI GDWD FROOHFWLRQ DQG
DQDO\VLV´0HUULDP WRFRXQWHU WKHVHFULWLFLVPVWKH³UHVHDUFKHUQHHGVWREH
DZDUH RI´ DQG SD\ ³FDUHIXO DWWHQWLRQ WR GHWDLO DQG ULJRXU´ 'HQVFRPEH  LQ
producing their report. There is also the challenge of identifying and deciding which 
³ERXQGHGV\VWHPWRVWXG\´&UHVZHOO+RZHYHULWLVXSWRWKHUHVHDUFKHUWR
decide about WKH ERXQGDULHV RI WKH FDVH ³LQ DQ DEVROXWH DQG FOHDU-FXW IDVKLRQ´
(Denscombe 2007:46). I address some of these concerns and related issues of validity 
and reliability in Section 4.7. I now move on to the next section that discusses the 
research methods that I adopted for the study.  
4.3 From methodology to methods: the choice of research methods 
Most authors of research methods text seem to have a general consensus that there is 
no single strategy or design for conducting social research, and many emphasise that 
the decision about design and methods for research should emanate from the notion of 
³ILWQHVVIRUSXUSRVH´%ULJJV	&ROHPDQ 2007:8; Cohen et al. 2000:73, 2007; Howitt 
& Cramer 2008:277). Given that the purpose of my research was to explore parent-
teacher relations through a qualitative case study approach underpinned by the 
theoretical framework of the study, such strategies were required that could help me 
explore effectively the in-GHSWKPHDQLQJVDQGVWUXFWXUHVRIWKHSDUWLFLSDQWV¶DWWLWXGHV
and practices.  
In this regard, for researchers, the literature suggests a range of methods that could 
IXOILOWKHµILWQHVVIRUSXUSRVH¶FULWHULRQZLWKREVHUYDWLRQRQWKHRQHHQGWRWKHXVHRI
documents and photographs on the other end. For instance, Punch (2005:168) 
VXJJHVWV IRXU PDLQ VWUDWHJLHV IRU GDWD JDWKHULQJ ZKLFK LQFOXGH ³WKH LQWHUYLHZ
REVHUYDWLRQ SDUWLFLSDQW REVHUYDWLRQ DQG GRFXPHQWV´ 6LPLODUO\ WKH GDWD JDWKHULQJ
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methods suggested by Maykut and Morehouse (1994) include participant observation, 
field notes, interviews (in-depth, unstructured and group), and the use of documents 
and films. Bogdan and Biklen (2007) include observation, interviewing, visual 
UHFRUGLQJ ILHOG QRWHV GRFXPHQWV DQG SKRWRJUDSK\ LQ WKH UHVHDUFKHU¶V UHSHUWRLUH
Cohen HW DO¶V (2007) suggested strategies for data collection involve the use of 
questionnaires, interviews, accounts, observation, tests, personal constructs, and role-
playing. 
Whilst every method had an appeal in itself for inclusion in the data gathering 
process, I haGWRFRQVLGHUWKHµILWQHVVIRUSXUSRVH¶FULWHULRQEHIRUHVHOHFWLQJDPHWKRG
Moreover, the context of the research required a judicious approach in selecting such 
strategies that were perceived to provide the best fit with the research context and 
fieldworNDQGWKHUHIRUHWRJHQHUDWHµWKLFNGHVFULSWLRQ¶WKURXJKWKHUHVHDUFKSURFHVV
Therefore, the methods that I used in my research consisted of semi-structured 
interviews, focus group discussions, field notes, documents and photographs. 
However, whilst field notes, documents and photographs were mainly used for 
triangulation of the data and for illumination and elaboration purposes, the main data 
were generated through interviews and focus groups with parents and teachers.   
Having considered the methods, the fieldwork was proposed to be conducted in four 
public secondary schools, two each (one boys and one girls) from urban and rural 
areas of Peshawar. The selection of schools was based on a purposive sampling 
approach (Miles & Huberman 1994; Patton 2002). The decision to select schools from 
different contexts and to keep due regard for the gender perspective was primarily 
DLPHG DW FDSWXULQJ WKH ³FRUH H[SHULHQFHV DQG FHQWUDO VKDUHG GLPHQVLRQV´ 3DWWRQ
2002:235) of the people and their settings. The aim was therefore to recruit a diverse 
set of participants from the study sample, to have maximum (heterogeneous) variation 
sampling 3DWWRQ7RDFKLHYHWKLVDVDQµLQVLGHU¶,XVHGP\NQRZOHGJHDQG
experience of working with people and context, and of the culture in making decisions 
to recruit participants from a diverse set of potential participants. I explain in more 
detail the conduct and plan of the fieldwork in the section that follows. 
3ODQDQGFRQGXFWRIWKHILHOGZRUNµstarting research and gaiQLQJDFFHVV¶ 
The research presentation here had not been a neat and tidy business that was based 
RQDOLQHDUPRGHOZLWK³DEHJLQQLQJDPLGGOHDQGDQHQG´SRLQWUDWKHUWKHUHVHDUFK
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SURFHVVZDVGLVFUHWHDQGFRQVLGHUDEO\³PRUHFRPSOH[´%XUJHVV ,n many 
ways, since social research is a social process, the research and methodology needed 
to be continually defined and redefined in the light of the demands of the field 
(Burgess 1984), and later as new insights and connections were built and strengthened 
in the analysis and writing up stages. 
As discussed above, by adopting purposive sampling strategies, the fieldwork was 
conducted in four public secondary schools. Due to the social, cultural and religious 
reasons, most public education provision is segregated in Pakistan, with female 
teachers teaching girls and male teachers teaching boys. Therefore, to avoid gender 
bias and to maintain a comparative approach, I aimed to explore both male and female 
perspectives, of both parents and teachers. Thus, in the ER\V¶ VFKRROV WKH UHVHDUFK
participants included male teachers and fathers, whereas in the JLUOV¶ VFKRROV WKH
research participants were to include female teachers and mothers. However, whilst 
the thesis incorporates the perspectives of parents, teachers, and principals, I 
interviewed students (both boys and girls) and held FGDs with them in both urban 
and rural schools. However, due to constraints of the length of the thesis, I could not 
XVHWKHSXSLOV¶GDWDNevertheless, I intend to use and develop WKHFKLOGUHQ¶VGDWDDWD
later stage.  
Since the study employed a qualitative methodology and used qualitative methods, I 
therefore aimed to purposively select participants from varying backgrounds to 
SURGXFH D ³WKLFN GHVFULSWLRQ´ *HHUW]  /LQFROQ 	 *uba 1985) of the context 
under investigation. However, I knew that since my interest was also in exploring the 
perspectives of female teachers and mothers, access to the research sites and selection 
of participants was believed to be difficult, contentious and politically grounded in the 
social and cultural mindset and practices of the concerned people in the study area. 
Whilst I did anticipate access to mothers, and interviewing them personally, as a 
culturally sensitive issue-for which my contingency plan was to recruit a female 
interviewer-, GLG QRW H[SHFW WKDW DFFHVV WR WKH JLUOV¶ VFKRROV ZDV WR EH VXFK D
contentious and politically grounded issue. This was so because most of the female 
teachers in the schools had graduated from the Institute where I teach and some of the 
female teachers had been my students as well. This meant that with most female 
teachers there was this professional liaison, which meant that we could interact and 
discuss issues of mutual interest pertaining to education, pupils, schools and parents. 
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However, as I will explain later, DFFHVVWRWKHJLUOV¶VFKRROVZDVQRWIURPWKHVFKRROV¶
side. Rather, the issue was cultural, individualistic, and departmental. In most cases, it 
ZDVWKHPHQZKRVHHPHGWREORFNP\DFFHVVWRWKHJLUOV¶VFKRRls.  
+RZHYHU XQOLNH WKH GLIILFXOWLHV RI DFFHVV WR JLUOV¶ VFKRROV DFFHVV WR DQ\ RI ER\V¶
school was not considered a problem by anyone in the field whether it was the 
principals, teachers or Education Department officials. Having said this, for the UBS, 
I was already given oral consent (noted in my proposal to the ethics committee for 
fieldwork permission) for the research.  
I conducted the fieldwork for three months, between the months of September and 
November 2006. Prior to embarking on this, I had chalked out a tentative schedule for 
the conduct of fieldwork for both the urban and rural schools. I had reserved four to 
ILYH GD\V IRU HDFK VFKRRO WR µEOHQG LQ¶ GHYHORS UDSSRUW SURYLGH RULHQWDWLRQ WR
potential participants, and to schedule the interviews and FGDs with teachers and 
parents. The introductory phase of the fieldwork in each school consisted of:  
x Access: Formal and informal access to the schools and establishing points of 
contact with teachers and other concerned people. 
x Research orientation: This involved orientation sessions with potential 
participants about the nature, purpose and scope of the research undertaken 
and this also included an explanation of their rights and ethical issues. 
x Selection of participants: This initially involved developing a list of potential 
participants (teachers and parents) by working closely with a senior teacher or 
principal in the school. This was followed by contacting and recruiting those 
participants who showed their willingness and who appeared to have different 
backgrounds.  
x Consent: Oral as well as written consent was obtained from the research 
participants that included teachers, parents, and principals. 
In the schools, principals were the initial point of contact, and as gatekeepers and 
heads of the schools, they had power, control and foresight of most of the activities 
and practices. Therefore, it was through the principals that the research access was 
agreed and further research steps and activities made possible. In all the schools, the 
head would detail a senior teacher to help facilitate and oversee the research. After 
SURYLGLQJ RULHQWDWLRQ DERXW P\ UHVHDUFK P\ DLP ZDV WR XVH WKH IDFLOLWDWRUV¶
µLQVLGHU¶V¶NQRZOHGJHRIVFKRROIRUGHYHORSLQJUDSSRUWZLWKWHDFKHUVDQGSDUHQWVDQG
recruiting research participants from varying backgrounds. The contact with the 
senior teachers was not only beneficial in that the heads would normally be busy in 
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their administrative and managerial tasks and duties but also whenever needed they 
would provide help, support and guidance, such as in issues around scheduling, 
recruiting or rearranging interviews and discussions. In the following section, I 
describe in more detail the research sites and the various factors and issues I 
encountered whilst gaining access and furthering the fieldwork.  
4.4.1 Selection of research sites 
Marshall and Rossman (1999:68) argue that choosing a setting or selecting a research 
VLWHLVWKH³ILUVWDQGPRVWJOREDOGHFLVLRQ«>ZKLFK@LVIXQGDPHQWDOWRWKHGHVLJQRI
the study and serves as a guide for the researcher. This early, significant decision 
VKDSHVDOOVXEVHTXHQWRQHVDQGVKRXOGEHGHVFULEHGDQGMXVWLILHGFOHDUO\´6LPLODUO\
0HUWHQVVXJJHVWVWKDWWKHUHVHDUFKHUVKRXOG³SURYLGHDGHVFULSWLRQRIWKH
setting, research site, and the conditions operating at the time the data were gathered 
DQGUHSRUWH[DFWO\KRZWKHSDUWLFLSDQWVZHUHVHOHFWHGDORQJZLWKWKHLUFKDUDFWHULVWLFV´
$V,ZDVUHVHDUFKLQJP\RZQµSHRSOH¶DQGWKHUHIRUHKDGWKHH[SHULHQFHRI³SDUWLFXODU
UROHV DQG VRFLDO VHWWLQJV´ %urgess 1984:32), I endeavoured to make appropriate 
decisions for the selection of research sites.  
I had to keep certain criteria in view before selecting the research sites. For this, I 
IROORZHG0DUVKDOODQG5RVVPDQ¶VVXJJHVWLRQZKRDUJXHWKDWDUHDOLVWLc site is where: 
x entry is possible; 
x there is a high probability that a rich mix of the processes, people, 
programs, interactions, and structures of interest are present;  
x the researcher is likely to be able to build trusting relations with the 
participants in the study; and 
x data quality and credibility of the study are reasonably assured. 
(Marshall & Rossman 1999:69) 
Following this criteria, I explain in detail the research sites and settings, and related 
issues that I encountered during the various phases of the fieldwork in the respective 
schools.  
8UEDQER\V¶VFKRRO 
As indicated in the beginning of this section, I had already obtained an oral consent 
for conducting research in the school. This school seemed to fulfil almost all the 
criteria for a research site suggested by Marshall and Rossman (1999). As one of my 
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former colleagues had been teaching in the school, entry to the school did not pose 
any problem. Furthermore, I was on good terms with the principal and therefore he 
had been very welcoming. Not only this, the location of the school was very central, 
which attracted different people from varying backgrounds and places. There was 
WKHUHIRUH WKH SRWHQWLDO RI SURGXFLQJ µWKLFN GHVFULSWLRQ¶ *HHUW]  DERXW WKH
research topic. The total number of students according to the principal of the school 
was around 1000. The school had five grades, starting from class 6th up to class 10th, 
with most classes having two or three sections, with the number of students in some 
classes ranging between 100 and 150. The total number of teachers in the school was 
24, which also included two PETs. 
In the first five days, my intention and plan ZDVWRµEOHQGLQ¶LQWKHVFKRROFXOWXUHWR
develop rapport and acquaint with the teachers so that the research aims and purposes 
were clear from the start. The initial orientation was as a key element of the fieldwork 
as it helped remove many of the taken-for-granted assumptions about the research 
process. Since the dominant and the only known process of research for the potential 
research participants was based on quantitative research traditions, using 
questionnaires and surveys, it was both informative and attractive for participants to 
FRPHWRNQRZDERXWµLQIRUPDO¶ZD\VLHWKHLQWHUYLHZVIRFXVJURXSGLVFXVVLRQVRI
sharing their perception and experience about the study. The concept of focus group 
discussion is more akin to the concept of hujra in the Pashtun culture, which 
³SURYLGHVDIRFDOSRLQWIRUVRFLDOOLIH´+HVWRQIRUPDOHVHVSHFLDOO\ZKHUH
they gather and discuss formal and informal issues and matters.  
The orientation week was useful on other counts as well. I also experienced that some 
of the teachers had preconceived notions of research participants as those who could 
SURYLGHµSHUPLVVLEOH¶DQGµGHVLUDEOH¶UHVSRQVHVIRUWKHUHVHDUFKDFWLYLW\5HVHDUFKHUV
have also reported similar feelings whilst doing their fieldwork in the context of 
Pakistan (e.g. Shamim 1993). I successfully countered these notions by explaining to 
teachers the aims and purposes of my research and the range of participants I wanted 
to include in my study. The aim here was to provide information to teachers to help 
WKHPGHYHORSDQXQGHUVWDQGLQJRIDQGDSSUHFLDWLRQIRUWKHµDFWXDOSUDFWLFHV¶WKDWZHUH
in practice or were shared between the different stakeholders. Furthermore, as it was 
through the experience of the concerned teacher(s) that the selection of parents from 
varying and diverse background was to be made, providing teachers with the 
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DSSURSULDWHµVNLOOV¶WRJHQHUDWHDOLVWRISRWential participants was considered a key in 
the purposive sampling strategy. 
8UEDQJLUOV¶VFKRRO 
:HOOEHIRUHWKHILHOGZRUNLWZDVPDQGDWRU\WRVHHNSHUPLVVLRQRIWKHµJDWHNHHSHUV¶
to conduct research in the proposed study area. In this regard, I had sent a letter (on 
June 13, 2006, approved by my supervisor), to the Director of Schools and Literacy 
Department in Peshawar for seeking permission to conduct my research in some 
selected boys and girls schools. The letter (Appendix A) provided detailed 
information about the context and purposes of the research. This letter also 
established my affiliation with the University of Nottingham as a student studying for 
a PhD degree in Education and as a lecturer on leave from the Institute of Education 
and Research, University of Peshawar.  
8SRQVHOHFWLQJDQXUEDQJLUOV¶VFKRRODQGSD\LQJDFRXUWHV\YLVLW WKHVHQLRU IHPDOH
teacher I had a short meeting with told me that unless I produced a formal permission 
letter for my research, it was unlikely that I could conduct my study and that no one 
was likely to take it seriously. I had started my fieldwork with the impression that my 
letter for permission to conduct fieldwork would have been processed and all I 
expected to do was to identify the schools I was interested in to start doing my 
research study. To the contrary, by tracing out my letter with a senior officer in the 
Directorate of Schools and Literacy, Peshawar, I was amazed to hear that my letter 
KDG EHHQ µILOHG¶ DQG QR DFWLRQ ZDV WDNHQ EHFDXVH µWKH\ GLG QRW NQRw about the 
DFFXUDF\YDOLGLW\RIWKHFRQWHQWVRIWKHOHWWHU¶$V,KDGFOHDUO\SURYLGHGEDFNJURXQG
information about myself, this news was very disappointing and shocking for me.  
I then attempted to find out the reasons for the lack of action on my application. The 
FRQFHUQHG RIILFHU WKHQ LQIRUPHG PH RI DQRWKHU LVVXH UHODWHG WR DFFHVV WR JLUOV¶
VFKRROV7KHRIILFHUH[SODLQHGWKDWUHVHDUFKLQDJLUOV¶VFKRROE\DPDOHUHVHDUFKHULV
fraught with difficulties. He explained that it is an issue, which is grounded in society, 
culture, and politics and highlighted the sensitivities involved around it. As an 
µLQVLGHU¶NQRZLQJDERXWWKHQRUPVYDOXHVDQGRQH¶VOLPLWVDVDPDOHPHPEHURIWKH
society interacting with females, I explained my position as a researcher. I explained 
that as far as the norms and limits of access are concerned, I would fully comply with 
the required regulations to the extent that where access is strictly not allowed (such as 
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in case of interviewing mothers) I will be engaging a female interviewer for the 
interviews and focus group discussions. However, the officer in question did not seem 
to agree with this idea and instead insisted that orders to this effect could not be 
issued. He then stressed that it was impossible to do research in girls schools. As I had 
explained my point of view to him earlier and I wanted to avoid any confrontation 
with anyone in the research process, I requested the officer to give me in writing the 
UHDVRQVGXHWRZKLFKUHVHDUFKFRXOGQRWEHFRQGXFWHGLQJLUOV¶VFKRRls, so that I could 
justify my position to my supervisor and examiners. Instead, he then agreed to 
forward my application to the Executive District Officer (EDO) so that he could look 
into the matter and grant me permission for research in the schools (girls including) of 
my choice. 
The EDO of Peshawar was the concerned official to whom my letter for permission 
for the fieldwork should have been forwarded in the first instance, but instead it ended 
XSEHLQJµILOHG¶LQWKHFDELQHWVZLWKQRDFWLRQbeing taken. I had to spend many days 
visiting many people in the office of the EDO to get the permission issue sorted. 
When I first contacted the EDO, he referred me to another officer, who in turn had 
sent me back to the Directorate of Education Secondary, to process my application for 
the concerned official in the Directorate with whom I had the initial contact. This 
process of contacting and visiting different people and officers kept on going 
DORQJVLGHP\ILHOGZRUNLQWKHER\V¶VFKRROIRUVRPHWLPH,WWRRNPHWZenty days to 
get an official letter issued, for conducting my fieldwork in secondary schools (both 
boys and girls) in the Peshawar region.  
7KHGHFLVLRQWRVHOHFWDJLUOV¶VFKRRO LQDQXUEDQDUHDZDVGLIILFXOWDQGJURXQGHGLQ
many issues. I was looking for typicality of the research site, which could represent 
and provide me with what I was interested in to explore. To save time and resources, I 
also aimed to select a school, which could be easily accessible. Furthermore, I also 
wanted to have some room for contingency plans, such as in case of participants not 
showing up or me being told to come for interviews/focus group some other time. In 
such situations, my plans were to contact other participants in other schools to avoid a 
ZDVWDJHRIWLPH7KHJLUOV¶school I selected whilst centrally located in Peshawar was 
also a highly overcrowded school. The total number of students in the school was 
around 1200, with some teachers reporting class sizes of around 150 students. Like 
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other schools, there were five grades in the school i.e. from class 6th up to class 10th. 
The total number of teachers in the school was 24, out of which two were PETs.  
Prior to beginning the fieldwork, I paid a courtesy visit to the school to have an 
informal meeting with the concerned principal. Since it was a busy time of the year 
EHFDXVHRIWKHVWXGHQWV¶SURPRWLRQDQGDGPLVVLRQWRYDULRXVFODVVHV,RQO\PDQDJHG
to hold a short meeting with one of the senior teachers in the school. The following 
field note might give some understanding into the complexity and dynamics of 
YLVLWLQJDJLUOV¶VFKRROWKDWHQWDLOHGLVVXHVRISRZHUDQGFXOWXUDOVHQVLWLYLWLHV 
Since access to the inside of the school premises is restricted, especially for 
male members of society, I knocked at the main gate before to be met with a 
JDWHNHHSHURUGHUO\ZKRDVNHGPH³:KDW LV\RXUSUREOHP"´,JDYHKLPP\
business card and told him to give this to the principal in the hope that I 
ZRXOGVRRQEHLQYLWHG LQDVP\SUHYLRXVDWWHPSWV WRVHHKHUKDGIDLOHG«
After a while, the gatekeeper came out, and said that the principal is busy in a 
meeting with the teachers and asked me come back on the 2nd of October i.e. 
Monday. Whilst I had already given my (official) permission letter for 
research to the school, I could not do anything, and felt powerless and then 
GHFLGHGWRJRWRWKHUXUDOER\V¶VFKRRO)LHOGQRWHV 
5XUDOER\V¶VFKRRO 
As the formal permission letter for conducting fieldwork in schools was yet to be 
issued and sorted, I had already selected a rural bR\V¶ VFKRRO DQG KDG DUUDQJHG
informal access to it. This school also seemed to fulfil the necessary criteria for site 
selection identified by Marshall and Rossman (1999). Moreover, I selected this school 
because of two other and related reasons. Firstly, I preferred this school because there 
were no stark differences between the physical conditions and features of the school 
with others and most importantly between the typicality of the people concerned. 
Secondly, having selected a school quite afar would have entailed time and resource 
constraints and thus I would not have any contingency plans. 
The principal in charge of the school had just been posted to the school for around 
two months, so it meant that the school staff and the principal were in the process of 
getting to know one another. I later came to know from the principal and some 
teachers that, since the school was not in the jurisdiction of the Peshawar Municipal 
Corporation, teachers and principals were not happy to be transferred there, as it 
meant a decrease in their salaries and associated benefits and privileges. This was 
more so in the case of principals, most of whom had rarely stayed in the school for 
long. For instance, the school was without a principal intermittently for around two 
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years in the last three years and five months. The school had five grades from 6th to 
10th. The total number of students in the school was 468, with the total teaching staff 
of 20, which also included two PETs.  
5XUDOJLUOV¶VFKRRO 
Whilst the permission letter was being sorted, I needed to identify and select a rural 
JLUOV¶VFKRRODORQJZLWKWKHRQH¶VWKDW,KDGDOUHDG\VHOHFWHGVRWKDWDOHWWHUFRXOGEH
issued to the principals explaining the nature of my research and asking them to 
facilitate my research in their schools. In this regard, although I had much knowledge 
of the rural context and familiarity with the social and cultural issues, I did not have 
much LQIRUPDWLRQDERXWWKHORFDWLRQRIUXUDOJLUOV¶VFKRROVDQGWKHVSHFLILFFRQGLWLRQV
prevailing around the schools. Moreover, unlike the schools mentioned above, I did 
QRWKDYHDQ\µOHDG¶ZKLFKPD\KDYHKHOSHGPHLQSXUSRVLYHO\VHOHFWLQJDVFKRRO ,
WKHUHIRUH UHTXHVWHG WKH FRQFHUQHG RIILFLDO LQ WKH ('2¶V RIILFH IRU D OLVW RI JLUOV¶
schools in the rural areas of Peshawar. Out of that list, I opted for one school that I 
thought fitted the purposes of my research, which had an added benefit that it was 
accessible both through public and private transport. Finally, to much of my joy and 
relief, the permission letter was typed and produced, jointly addressed to the 
principals of four schools asking them to allow and cooperate with me in my study 
and research. 
Once the letter was completed, I telephoned the principal of the RGS before 
commencing the fieldwork in that school, to provide her with some information about 
my research and its purposes and at the same time to develop rapport. Upon 
contacting the principal, she suggested that I also contact her husband who being a 
teacher was also the president of a teachHUV¶ XQLRQ 6KH DOVR HPSKDVLVHG WKDW KHU
KXVEDQGZDVYHU\DFWLYHLQµVRFLDOVHUYLFHV¶,IHOWYHU\HQFRXUDJHGDQGPRWLYDWHGWKDW
WKH SULQFLSDO¶V KXVEDQG EHLQJ YHU\ µDFWLYH¶ ZRXOG SURYLGH KHOS to facilitate my 
research and would be helpful in building rapport with parents in the village.  
+RZHYHU XSRQ FRQWDFWLQJ WKH SULQFLSDO¶V KXVEDQG , FDPH WR NQRZ WKDW KH ZDV
SROLWLFDOO\ GULYHQ DQG LQVWHDG GLG QRW ZDQW PH WR FRQGXFW UHVHDUFK LQ KLV ³ZLIH¶V´
school. He gave me an impression that the people of the locality were against the 
LQWHUPL[LQJRIPHQLQWKHJLUOV¶VFKRRODQGWKDW,ZRXOGKDYHSUREOHPVLQGRLQJP\
research there. Furthermore, although he did not have any personal and official role in 
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WKHRIILFLDOSURFHGXUHVRIWKH('2¶VRIILFHKLVVWDWHPHQWWRKLVZLIHWKDW³HYHQLIKH
(the researcher) had been given permission for his research in the school, she should 
GHQ\PHDFFHVVWRVFKRRO´ZDVVXIILFLHQWIRUPHWRDYRLGDQ\FRQIURQWDWLRQDQGKHQFH
I withdrew.  
I therefore contacted the concerned officials in tKH ('2¶V RIILFH DQG UHTXHVWHG IRU
DOORZLQJPHDFFHVVWRDQRWKHUJLUOV¶VFKRRO2QKHDULQJDERXWWKHLQFLGHQWWKHRIILFLDO
became infuriated and said that I should still go and conduct my research there, but I 
replied that I did not want any problems and confrontation, which would influence my 
data and research. After some deliberation with the official over the suitability of a 
school out of a list of a number of schools, I chose one school that seemed to fulfil the 
criteria identified by Marshall and Rossman (1999). The official then telephoned the 
principal of the school and sought her consent before writing another permission letter 
requesting the principal to extend help and facilitate my research in her school.  
This school had the problem of a shortage of teaching staff. With 11 teachers in 
school (some of whom had been temporarily seconded from nearby schools), they had 
the responsibility of teaching 800 students. As usual, there were five grades, from 
class 6th to class 10th, with at least two sections of each class. My first impression of 
the school was that it was well run and initially I did not appear to face any problems 
about data collection. However, it was later in the fieldwork that I came to know that 
due to social and cultural constraints, access to mothers was not possible.  
4.4.2 Access to research sites 
As discussed above, access to the schools was not a straightforward matter; I faced a 
number of problems during this process. It was a process that involved both informal 
and formal negotiations to obtain admittance to the research settings (Bloor & Wood 
2006:5). I had to make requests to the concerned custodians of authority for being a 
part of their system for some time for the purposes of my study. Making formal 
requests for admittance to research sites is the agreed and most prevalent way of 
securing access. However, writers argue that there is also a potential of using other 
means for gaining access to research sites, which could flag ethical issues for the 
research process. The two means of gaining access to research sites have been 
identified as overt and covert approaches (Bogdan & Biklen 1992; Maykut & 
Morehouse 1994). Bogdan and Biklen (1992) argue that in covert approaches, the 
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researcher collects data without informing the participants in the research setting, 
whereas in overt approaches, the participants are equally aware of the purposes of the 
research being conducted. Their suggestion to researchers and especially to novice 
researchers is to use overt procedures for gaining access to and conducting research in 
their particular research settings. I agree with Bogdan and Biklen (1992), Lincoln and 
Guba (1985) and Maykut and Morehouse (1994) that qualitative researchers using 
deceptive covert practices are unethical and unbecoming of qualitative research genre.  
Qualitative researchers have a unique status in negotiating entry, because unlike the 
traditional research strategies that are based on surveys and experiments, qualitative 
researchers can operate in an unobtrusive manner thus giving them a low profile in the 
research environment (Bogdan & Biklen 1992:82). In my fieldwork, whilst there were 
LVVXHVLQQHJRWLDWLQJHQWU\WRWKHUHVHDUFKVLWHVHVSHFLDOO\WRWKHJLUOV¶VFKRROVGHVSLWH
P\EHVWHIIRUWV ,ZDVQRWDEOH WRNHHSD µORZ SURILOH¶ LQ WKHUHVHDUFKVHWWLQJV LQ WKH
JLUOV¶VFKRROs7KLVZDVEHFDXVHWKHJLUOV¶VFKRROVZHUHVHJUHJDWHGZKLFKPHDQWWKDW
there were visible and invisible boundaries that were not supposed to be crossed, 
especially for male members of society or a researcher like me. In such situations, the 
most I could do was to operate in a least obtrusive manner. 
As discussed in the above section, whilst it took me twenty days to get the letter of 
permission that officially allowed me access to the research sites I had selected, 
throughout my research, access to the VFKRROV HVSHFLDOO\ WKHJLUOV¶ VFKRROVZDVDQ
ongoing continuous process in the fieldwork. I negotiated and renegotiated it at 
various stages of the research in different settings and with different individuals and 
demands of locations in the schools (Bogdan & Biklen 1992; Burgess 1984; Marshall 
& Rossman 1995, 1999). For instance, in the RGS, whilst my plans were to interview 
mothers and teachers as well as hold focus group discussions, I was unable to have 
any access to the mothers due to the cultural sensitivities prevailing in that area. 
Similarly, the principal also politely turned down my request for a focus group with 
the teachers.  
At the start of the research and during the course of fieldwork, it is suggested that 
qualitative researchers need to take into consideration the following: 
x They need to be honest in answering questions and follow a path of 
normality. 
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x They need to be unobtrusive and interfere minimally with the work 
and routines of research settings. 
x They need to provide detailed information about how the data would 
be processed and dealt with. Furthermore, what would happen to the 
research findings needs to be communicated to the research 
participants. 
x They need to provide details of why those specific settings and 
people are sought for the study in question. 
x They need to tell the participants what benefits would the institution 
and the particular research participants get when involved in the 
research activity. (Bogdan & Biklen 1992:83-84)  
Given the above suggestions, throughout my fieldwork I had been providing the 
required relevant details to all the research participants (which explained their rights, 
although most of them were not properly aware of the need of it). It had been my 
practice that I would  not only give the participants the consent form but would also 
explain to them their rights orally when I felt that the participants were not literate 
enough to read.  
$V,DOVRGLVFXVVHGLQWKHDERYHVHFWLRQDFFHVVWRWKHER\V¶VFKRROs in both the urban 
and rural contexts did not seem to pose any problem. Before initiating fieldwork in 
these schools, I would first pay a courtesy visit or would make a telephonic contact to 
QHJRWLDWHDFFHVVDQGSURYLGHWKHµJDWHNHHSHUV¶ZLWKWKHUHOHYDQW information about the 
nature of research to be conducted in their school. I would also explain in detail all the 
ethical issues involved to make them aware that no attempt was to be made to conduct 
DQ\µFRYHUW¶UHVHDUFKSUDFWLFHV7KLVLQLWLDOFRQWDFWZDV usually quite useful and led to 
the development of a working rapport with the concerned principals and their staff±
mostly teachers but with some other support workers as well. The rapport thus 
developed was used to recruit a diverse set of participants (teachers and parents) with 
an aim for generating a µWKLFN GHVFULSWLRQ¶ *HHUW]  WKURXJK WKHLU OLYHG
experiences.  
Before embarking on my fieldwork, in my research ethics approval application I had 
made it clear that access to a JLUOV¶ VFKRRO ZDV D FRQWentious issue. As has been 
mentioned in the sections above, I faced a number of problems concerning access to 
JLUOV¶VFKRROV7KHLVVXHVWDUWHGZLWKVHHNLQJIRUPDOGHSDUWPHQWDODSSURYDOIURPWKH
concerned heads of the various departments. In the first instDQFH,KDGWRµWUDFHRXW¶
the letter of permission for conducting research, which I had sent to the Director of 
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School and Literacy in Peshawar in June 2006. After tracing out the application, I 
came to know that no action was taken on my request and it wDVµILOHG¶EHFDXVHWKH
µDXWKHQWLFLW\¶RIWKHOHWWHUFRXOGQRWEHHQVXUHG)XUWKHU,DOVRFDPHWRNQRZWKDWas a 
male researcher, UHVHDUFKLQJDQGZRUNLQJZLWKLQJLUOV¶VFKRROZDVDFDXVHRIFRQFHUQ
for many of the political establishments, parents and the community concerned. After 
having explained the purposes of my research, I made it clear to the concerned official 
that being a member of this society, I am fully aware of the norms and traditions of 
the people. I further explained that I had already contemplated difficulties in having 
GHHSHUDFFHVV WRJLUOV¶VFKRRODQGLQWHUYLHZLQJPRWKHUVLQ WKHLUKRPHVRU LQVFKRRO
This being the most difficult and contentious issue, I suggested that it may be resolved 
by recruiting a female volunteer interviewer for the purpose. However, every request I 
made was countered with another argument. 
When I felt that the discussion did not seem to go anywhere and the official seemed to 
EH DGDPDQW LQ KLV VWDQFH , UHTXHVWHG WKDW UHDVRQV RI QRW DOORZLQJ DFFHVV WR JLUOV¶
schools be provided to me in writing so that I may provide justification to my 
VXSHUYLVRU DQG H[DPLQHUV IRU QRW EHLQJ DEOH WR FRQGXFW UHVHDUFK LQ JLUOV¶ VFKRROV
Surprisingly, the concerned official then agreed to forward my application to the EDO 
for some favourable action (see Appendix A). 
*DLQLQJDFFHVVWRWKHJLUOV¶VFKRROVWKURXJKWKHSULQFLSDOVZDVQRWan easy process. I 
found that besides the physical barriers in the form of gates and other waiting rooms 
to which a visitor/researcher was escorted to by the µUHDOJDWHNHHSHUV,¶WKHUHZHUHDOVR
invisible barriers, which needed to be considered and given importance, else problems 
could have arisen. Having said this, whether it was the boys or the girls schools, I 
endeavoured to follow the norms of the schools. I always considered ethical issues of 
the participants as more important in my fieldwork pertaining to interviews, focus 
group discussion, or the other methods, which were used in the research.  
4.5 Data gathering tools and procedures 
4.5.1 Semi-structured interview 
In qualitative research, the interview is regarded as the most commonly used method, 
which is one of the most common and powerful means of acquainting ourselves with 
our fellow humans. Whilst there are many variants of the interview, the most common 
types are: structured, semi-structured and unstructured or loosely structured (Bryman 
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2004; Darlington & Scott 2002; Denscombe 2003; Denzin & Lincoln 2000, 2003; 
Fraenkel & Wallen 2006; Kvale 1996; Mason 2002). I sought to use semi-structured 
interviews in my research. 
My aims for the present research were to understand how parents and teachers 
interacted and communicated with one another in school and in their respective 
environment of home and school. The semi-structured interview was therefore 
believed to be the appropriate choice as one of the methods for the study because of 
WKHIOH[LELOLW\LQLWVVWUXFWXUH7KLVDSSURDFKSDYHGWKHZD\IRU³DFRQYHUVDWLRQZLWKD
SXUSRVH´ 0DUVKDOO 	 5RVVPDQ  FLWLQJ .DKQ 	 &DQQHOO  LQ DQ
informal way. To help the participants express their points of view freely and 
effectively, I would ask the participants to talk in the language they were most 
comfortable with. Depending on their response, the interviews were then done in 
either Pashtu or Urdu.  
According to Kvale (1996), a qualitative research interview aims to derive the 
qualitative descriptions of the life world of the participants, with which they make 
sense of, or give meaning to, their life experiences. The semi-structured interview that 
I chose as one of the strategies for data gathering consisted of a set of themes to be 
covered and questions to be dealt with during the interview process. I favoured this 
method because semi-structured interviews have a certain form and structure, and yet 
they have flexibility and openness for the unexpected leads in the answers, which 
proved to be interesting and important towards the research topic. The interactive 
approach allowed me to follow some of the interesting dimensions indicated by the 
interviewees.  
Kvale argues that  
The research interview is an interpersonal situation, a conversation between 
two partners about a theme of mutual interest. It is a specific form of human 
interaction in which knowledge evolves through a dialogue. (Kvale 
1996:125)  
In a similar vein, Denscombe (2003) contends that interviews are more than just a 
conversation, as they involve a set of assumptions and understandings about the 
situation not normally associated with a casual conversation. Therefore, following 
Kvale and Denscombe, as the interviewees were always aware of the theme for 
conversation, I encouraged the respondents to speak openly to help them construct 
what they had been experiencing regarding the topic under discussion. By creating a 
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positive atmosphere of trust and confidence, most of the respondents freely expressed 
their opinions and often elaborated some issues when asked to clarify certain things.  
The interviewee can perceive the interviewer as a person who wields considerable 
power and influence in the interviewing situation. This may be because the 
LQWHUYLHZHUµGLJVLQ¶LQWRWKHOLIHH[SHULHQFHVRIWKHLQWHUYLHZHHZKLFKPD\EHVHHQ
as a weakness by the interviewee on his/her part. To counter such feelings and 
appreciate the nature of interviewing, the interviewer needs to be adept in the art of 
interviewing. Kvale has highlighted this aspect as:  
The interviewer has an empathic access to the world of the interviewee; the 
LQWHUYLHZHH¶VOLYHGPHDQLQJVPD\EHLPPHGLDWHO\DFFHVVLEOHLQWKHVLWXDWLRQ
communicated not only by words, but by tone of voice, expressions, and 
gestures in the natural flow of a conversation. The research interviewer uses 
his-or herself as a research instrument, drawing upon an implicit bodily and 
emotional mode of knowing that allows a privLOHJHGDFFHVV WR WKH VXEMHFW¶V
lived world. (Kvale 1996:125) 
For an interview to be effective and meaningful, the interviewer must be attentive and 
a good listener. This is why Kvale (1996:14) sees an interview as an inter view±where 
knowledge is constructed by meaningful interaction between two responsive and 
interactive individuals. Besides giving preference to the opinions and views expressed 
by the respondents, I experienced that the interviews were relatively easy to arrange 
and control (Denscombe 2003). 
I therefore had a clear list of issues to be discussed and questions to be asked from the 
respondents (Bryman 2004; Denscombe 2003). But at the same time, I was ready to 
be flexible in terms of the order in which the topics were discussed (Bryman 2004; 
Denscombe 2003). This further facilitated a strong element of discovery and its 
structured focus allowed for an analysis in terms of commonalities (Gillham 2005:72).  
As a researcher is the instrument of data collection, certain skills are of core 
significance to the interview process. In the interviews, I therefore remained attentive 
to the verbal and non-verbal cues of the respondents (Denscombe 2003). Furthermore, 
whenever needed, I tried to effectively handle and tolerate silences; provided prompts 
and probes in the conversational exchanges; and above all used checks by providing a 
summary of what had been spoken by the respondents, to avoid being judgmental in 
my stance (Denscombe 2003:177-178). This practice of checking with the 
interviewees and providing a summary of their accounts not only provided clarity but 
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also at times led to other important themes which otherwise would not have been 
known. I also considered this as a way of verifying and validating the data and their 
interpretation of it (Cohen et al. 2000:87).  
Interview sampling 
In each of the four schools, I sought to interview five teachers and five parents 
respectively. Since the school principals as heads had a major role and responsibility 
in the affairs of the school, concerning students and teachers, I also wanted to 
interview them to explore their perspective and experience on relations with parents 
and related issues.  
I used a purposive sampling strategy for the selection of research participants for the 
interviews (Bryman 2004). As the sample selected for a qualitative interview is based 
RQWKHSXUSRVHVRIRQH¶VVWXG\.YDOH,WULHGWRVHOHFWDSSURSULDWHUHVSRQGHQWV
for my interviews from diverse backgrounds. This meant that extreme care was to be 
taken for selecting the sample. Kvale (1996) argues that if the sample taken is too 
small, statistical generalisations or testing hypotheses of inter-group differences may 
not be possible. On the other hand, if the number of interviewees is too large, 
thorough interpretations of the interviews may be difficult to make. Thus, it is up to 
the interviewer to decide to interview as many interviewees as may be considered 
necessary which would help in what one needs to know (Kvale 1996:101-102). 
Similarly, Bryman (2004) suggests that if the scope of the qualitative study is broad, 
more inter-group comparisons in the sample and more interviews would be needed to 
be carried out. He further argues that a larger sample would be necessary when 
comparisons are made between males and females, different age groups, and the 
different types of research participants. The sample of my study was large enough for 
me to compare the urban and rural context of the problem under investigation. As I 
was also aiming to explore gender and age specific context, my suggested sample 
therefore needed to be enough to allow me to derive relevant issues out of the given 
interviews.  
$OWKRXJK P\ ³ZRUNLQJ NQRZOHGJH RI WKH FRQWH[WV RI WKH LQGLYLGXDOV DQG VHWWLQJV´
(Maykut & Morehouse 1994:57) greatly helped me in selecting the sample for my 
research, at the same time I had to negotiate with the concerned gatekeepers for 
³PD[LPXPYDULDWLRQVDPSOLQJ´ 3DWWRQ7KLVPHDQW WKDW , KDG WRH[SODLQ
  177 
the purposes of my research and the type of people I was interested to interview, thus 
avoiding the trend of being provided with interviewees who would provide 
µSHUPLVVLEOH¶UHVSRQVHV 
Sample for the interviews 
The proposed sample for the interviews prior to the fieldwork is presented in the 
following table:  
Table 4.1 Proposed sample for interviews 
 Parents Teachers Principals Total 
Mother Father Female Male Female Male 
Urban 5 5 5 5 1 1 22 
Rural 5 5 5 5 1 1 22 
Total 10 10 10 10 2 2 44 
The following table presents the interviews done with the various participants in the 
research study schools: 
Table 4.2 Interviews held 
 Teachers Parents Principals Total 
 M F Fathers Mothers M F 
8UEDQ%R\V¶6FKRRO 4 - 4 - 1 - 9 
8UEDQ*LUOV¶6FKRRO - 3 - 3 - 1 7 
5XUDO%R\V¶6FKRRO 5 - 5 - 1 - 11 
5XUDO*LUOV¶6FKRRO - 6 - 0 - 1 7 
Total 9 9 9 3 2 2 34 
The interviews were conducted with purposively selected respondents in the four 
schools selected from the urban and rural areas of Peshawar. As I aimed to interview a 
diverse set of people, the number of respondents selected from each group needed to 
be sufficient to enable me to make valid comparison of the results. The aim here was 
to get rich and diverse opinions of the respondents. According to Maykut and 
0RUHKRXVH  WKH ZD\ RQH SXUSRVHIXOO\ VHOHFW ³SHRSOH RU VHWWLQJV
organizations) for a study acknowledges the complexity that characterizes human and 
VRFLDO SKHQRPHQD´ 7KH\ IXUWKHU DUJXH WKDW IRU SXUSRVLYH VDPSOLQJ QXPHURXV
strategies could be used, EXWWKHVDPSOLQJSURFHVVLVGULYHQE\WKHµIRFXVRILQTXLU\¶
and the judgment of the researchers as to the suitability of the approach used. 
However, despite my best efforts I could only interview three mother-participants in 
MXVWRQHJLUOV¶ VFKRRO VHH7DEOH:LWKKLQGVLJKW , FRXOGKDYH LQWHUYLHZHG and 
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hold FGDs with fathers in thHJLUOV¶VFKRROV+RZHYHUVLQFH,LQWHUYLHZHGIDWKHUVLQ
WKH ER\V¶ VFKRROV , DOVR DVNHG TXHVWLRQV from them about their interaction and 
relations with their daughters. This in many ways compensated for, contrasted with 
DQGWULDQJXODWHGWKHPRWKHUV¶GDWD  
I therefore, used maximum variation sampling (Patton 2002:234) to help me capture 
and describe the central themes that cut across the diverse sample of parents, teachers 
and the respective principals. Whilst it may not be easy in a qualitative study to select 
a representative (diverse) sample, I always made efforts towards this by using my own 
H[SHULHQFHDVDQµLQVLGHU¶%HVLGHVKHDGVRIWKHVFKRROVZHUHUHTXHVWHGWRDUUDQJHD
meeting with the teachers, in which I explained the purpose of my study and 
requested help to facilitate the research process.  
The time specified for an interview depended on the nature and quality of the data 
generated but the usual duration was between thirty minutes and one hour. However, 
some of the interviews recorded were more than one hour. Having considered the 
sampling issues for the interviews, it is also important to outline the strengths and 
limitations of semi-structured interviews as a qualitative research method and 
consider these in the light of my fieldwork. 
Strengths of interviews 
My experience of using interviews for my study proved very helpful. I will draw on 
'HQVFRPEH¶V-190) suggested strengths of using semi-structured interviews 
and will expand on these strengths according to the context of my study.   
The flexible and interactive nature of the semi-structured interviews helped to 
generate detailed information about the issues and themes of parent-teacher relations 
through the various research participants. As the respondents were the key informers, 
this led to producing valuable insights about the issues, which happened in their lives. 
Apart from doing some pilot interviews, I did not have prior experience of conducting 
interviews. However, with little practice and using my conversational skills, I quickly 
found myself comfortable in conducting effective interviews. As the respondents were 
interactively exchanging their ideas and experiences, most of the time, I managed to 
explore effectively and efficiently their priorities and opinions about the issues that 
pertained to home and school matters.  
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Furthermore, since the interviews were held in real time, unlike the other methods of 
data generation, I effectively utilized the flexibility of this method by using probes 
and prompts whenever needed. Moreover, the flexibility in the interviews also helped 
me to make reasonable adjustments to the interviews as and when required. As the 
interviews were interactive, I could effectively clarify things to enhance the accuracy 
and relevance of the responses provided. This was also done to ensure the validity of 
the information collected. As the interviews were prearranged and scheduled for a 
VXLWDEOH WLPH DQG SODFH WKLV HQVXUHG WKHLU KLJK UHVSRQVH UDWH %HLQJ DQ µLQVLGHU¶
knowing about the cultural norms and traditions, I mostly conducted the interviews in 
an informal conversational manner. This was supported by using the language of the 
respondents for effective communication (most of the interviews were done in the 
Pashtu language; some were also done in the Urdu language). As I would facilitate the 
interview process for the respondents, most often the interviewees spoke at length 
about their experiences. This, besides being considered as a rewarding experience, 
was also a source of providing new perspectives into the lives of the interviewees. For 
some of the respondents, the net result of participating in the interviews seemed to 
have been therapeutic (or as a way of adapting their habitus according to their insight 
and experience), leading possibly to some change and improvement in the way they 
interacted with their children and their related issues and aspects of the school. For 
instance, in one of the interviews in the RBS, a parent said that having participated in 
the interview he came to know that he needed to have some contact with the school 
and teachers of his child (see Chapter Eight, Section 8.1.4).  
Limitations/problems of interviews 
The pre-and post fieldwork experience of the interviews was different and it was only 
when I came back from my fieldwork that the limitations and issues of interviews 
surfaced more fully. Denscombe (2003:190) suggests some limitations and problems 
of interviews, which I will expand on and extend in the following lines, given the 
experience I had in the field. 
Apart from the first few interviews in which I was conscious enough of my skills of 
interviewing, interviews with teachers and parents were quite exciting and I kept on 
gathering data, which seemed to come with ease. However, the data analysis phase 
can be difficult and time consuming (e.g. Cohen et al. 2007). I therefore went through 
the daunting experience of data analysis with overwhelming feelings of 
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procrastination. Unlike questionnaires where questions are pre-FRGHG WKH µHQG-
ORDGHG¶ QDWXUH RI LQWHUYLHZ GDWD PDGH WKH task of transcribing, coding and analysis 
relatively difficult for me.  
Semi-VWUXFWXUHG LQWHUYLHZV DUH IDPRXV IRU µIOH[LELOLW\¶ DQG µLQWHUDFWLYH¶ ZD\V RI
engaging two people in a one-to-one communication. These features also become its 
demerits. This is because the non-standard responses generated during the course of 
an interview make the data analysis of such open format responses a difficult task. 
There is also an issue of sampling in qualitative research interviews. As the data 
produced in my interviews was context and person specific, the results thus obtained 
could be unique to those specific settings. This may raise consistency and objectivity 
issues and thus may appear to have an adverse effect on the reliability of the data. 
However, the probability of this limitation could be countered with two arguments. 
Firstly, my emphasis in this study was to see a µWKLFNGHVFULSWLRQ¶(Geertz 2000) in the 
data generated, meaning that the emphasis here was to see how people give meaning 
to their lived experiences±which were specific to person, context, social and cultural 
aspects of my study area. Secondly, as the interviews were not the sole method I used 
for my research, other methods±focus group discussions, field notes, documentary 
analysis and picture documentation±also formed part of the research process, so the 
triangulation of the results thus made would counter any reliability and validity issues.  
Another frequently identified limitation of the interviews is that the data produced 
may not be that what people actually do in their daily lives. In other words, people 
with preconceived notions and prejudices would tend to paint a picture according to 
their likes and dislikes. I can argue here that both the interviewer and the interviewee 
cannot claim full impartiality during the interviewing process. However, this can be 
minimized provided the interviewer has the knowledge and skills to counter and 
check such practices. In my fieldwork, I had contemplated this well before the 
beginning of my research. I tried to educate people and respondents before and during 
the interviews to be honest in whatever they said. I provided this information at many 
LQVWDQFHV WR FRXQWHU WKH µVWHUHRW\SH¶ ZLWK ZKLFK SHRSOH GLVJXLVH WKHLU ZRUGV DQG
DFWLRQVZLWKVRPHWKLQJµSUHVHQWDEOH¶DQGµSHUPLVVLEOH¶LQVXFKVRFLDOVLWXDWLRQV 
5HVSRQGHQW¶V LQKLELWLRQ LV DQRWKHU LVVXH LGHQWLILHG DV D FDXVH RI FRQFHUQ GXULQJ
interviews. The factors that may inhibit interviewees during the interviews from 
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speaking or expressing their mind appropriately are the physical settings, recording 
HTXLSPHQW LQWHUYLHZHU¶V HIIHFW DQG WKH LQWHUYLHZHH¶V UHODWLYH H[SRVXUH DQG
experience with such situations (Denscombe 2003). Whilst some or all of these 
factors may have had their influence on the interviewees in the fieldwork, I consider 
WKDWWKHPRVWLPSRUWDQWRIDOOWKHVHZDVWKHLQWHUYLHZHU¶VHIIHFW7KLVKDVWKHSRWHQWLDO
to make or mar the interviewing experience, which meant that it was up to me how 
effectively or efficiently I deployed my skills during the interactive process of 
communication. My personal experience with the various interviewees was that I tried 
to develop interviews in an informal manner so that the interviewees regarded their 
experience as an ordinary day experience. However, I cannot claim that I was fully 
successful in this effort. There was definitely some inhibition towards the interviews 
because of many reasons, such as my social class, status, and education and difference 
of gender. Not only that the above mentioned factors would have played their part in 
the inhibitive behaviour of the respondents, some other elements such as personality, 
power dynamics, political and cultural issues, information of a personal nature, and 
interacting with women (female teachers) would have had a different impact for 
different individuals in the interviewing experience. I was aware of such issues and I 
tried to minimize all their effects in the interviews. Furthermore, it is also argued that 
as the interview in some ways is a forced and arranged setting, this could be a 
daunting experience for some people (Denscombe 2003). This was definitely the case 
in my study with those participants, especially parents, who did not have any prior 
experience or exposure to research interviews. To avoid the interviews being a 
daunting experience for the participants, I would quickly capitalize on my informal 
communication skills (which of course were in Pashtu!) to develop the interviews 
from some common interests with the participants, which mostly worked well.  
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Photo 4.1 Interviewing a parent ± JRLQJµQDWLYH¶ 
Interviews as a whole can be a huge burden on resources, not only in terms of time, 
but also of travel, transcription and physical engagement (Denscombe 2003). I have 
pointed out in the beginning of this section that the transcription of the interviews and 
data analysis had been a source of many problems for me. The transcription of the 
interviews was particularly difficult because I had done most of the interviews in the 
Pashtu language. For the sake of clarity and to effectively capture the context of the 
UHVSRQGHQWV¶ XQGHUVWDQGLQJ FRQGXFWLQJ LQWHUYLHZV LQ 3DVKWu language were vital. 
Moreover, my difficulty of transcribing the interviews further increased because of 
translating the interviews into the English language. The difficulties faced here related 
to the use of correct grammar in English and effective communication of the context 
of the interviews. Both of these issues had their toll in terms of my efficiency, time 
and mental strain.  
It is very tempting to inYDGHRQH¶VSULYDF\ZKLFKZKHQGRQHFRXOGEHYHU\XSVHWWLQJ
for the respondent and for the interview process as a whole (Denscombe 2003). 
Conducting research is to be strictly governed by guidelines properly documented and 
legally binding for the researcher and research participants, with particular emphasis 
given to ethical issues, informed consent and other issues pertaining to harm or injury 
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to the respondents/participants. My experience of the fieldwork in this study is that, 
ethical considerations and informed consent were not considered as an issue or given 
high priority either by the gatekeepers or by the research participants, except in 
relation to interviewing the girls and mothers, which itself was a cultural issue. There 
were even instances in which people would complain as to why they had not been 
involved in the research study. However, I strictly followed the research ethics 
guidelines of the University of Nottingham and BERA by providing proper 
orientation (both written and oral) to the prospective participants and thereafter kept a 
proper record of the consent forms of the participants who participated in the study. 
4.5.2 Focus group discussion 
Whilst, there were a number of problems that I encountered during the interviewing of 
parents and teachers, it was the focus group sessions, which posed the biggest 
challenge of all.  
The main aim of conducting focus group discussions among the participants was to 
explore the key research question: How do parents and teachers interact and 
communicate in public secondary schools in Peshawar? For this to be done, focus 
group discussion with parents and teachers were planned to be conducted in the 
respective schools in the urban and rural localities, involving male and female 
participants separately.  
Whilst I was clear about the purposes of conducting focus group discussions and had 
a clear understanding of the specifics and the procedures involved for recruiting 
various research participants, arranging focus group discussions with the participants 
had numerous problems. I discuss the issues concerning the focus group later in this 
section. I also discuss the limitations of the focus group method as highlighted in the 
literature. I then extend and relate these limitations to the social and cultural context 
of my study. 
My aim of using the focus group method was to help the participants share their 
unique perspectives and opinions and beliefs about the topic. The decision to use the 
focus group method alongside others was also based on authenticating and validating 
the results of the interview data, field notes and documents. I considered that all these 
results would lead to the triangulation of the findings and support the discussion 
(Bryman 2004; Cohen et al. 2000; Patton 2002).  
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Bloor and Wood describe focus group as: 
A series of audio-recorded group discussions held with differently composed 
groups of individuals and facilitated by a researcher, where the aim is to 
provide data (via the capture of intra-group interaction) on group beliefs and 
group norms in respect of a particular topic or set of issues. (Bloor & Wood 
2006:88) 
The focus group has become a popular form of qualitative method and has been 
introduced into the social sciences from marketing and advertising fields (Bryman 
2004; Darlington & Scott 2002; Denscombe 2003; Robson 2002). Bryman (2004:346) 
DUJXHVWKDWWKHIRFXVJURXSPHWKRG³«LVDIRUPRIJURXSLQWHUYLHZLQZKLFKWKHUH
DUH VHYHUDO SDUWLFLSDQWV« WKHUH LV DQ HPSKDVLV LQ WKH TXHVWLRQLQJ RQ D SDUWLFXODU
fairly tightly defined topic; and the accent is upon interaction within the group and the 
MRLQW FRQVWUXFWLRQ RI PHDQLQJ´ 3D\QH DQG 3D\QH DOVR HFKR WKH IHDWXUHV RI IRFXV
groups identified by Bryman. Payne and Payne (2004:103) contend that a focus group 
LV ³D VSHFLDO W\SH RI JURXS GLVFXVVLRQ ZLWh a narrowly focused topic discussed by 
JURXSPHPEHUVRIHTXDOVWDWXVZKRGRQRWNQRZRQHDQRWKHU´6LPLODUO\.UXHJHUDQG
Casey (2000) have identified five characteristics of the focus group method. They 
DUJXHWKDWIRFXVJURXSLQFOXGH³SHRSOHZKR possess certain characteristics and 
(3) provide qualitative data (4) in a focused discussion (5) to help understand the topic 
RILQWHUHVW´.UXHJHU	&DVH\ 
There has also been emphasis on the intra-group dynamics of members within a focus 
group. For Payne and Payne (2004) group members in a focus group should have 
equal status but should not know one another. Others (Bloor & Wood 2006; Krueger 
& Casey 2000) suggest selecting relatively homogenous groups that have certain 
basic characteristics of age, gender, occupation and social background in common. 
However, the suggestion is that focus groups ZLWK³FORVHIULHQGVIDPLO\PHPEHUVRU
UHODWLYHVRUFORVHO\NQLWZRUNJURXSV´DUH to be used with caution (Krueger & Casey 
2000:11). Still, others argue WKDW ³E\ UHFUXLWLQJ IURPSUH-existing friendship groups, 
work groups, neighbourhood groups and the like, focus group researchers may be able 
to tap into group interaction that approximates to naturally occurring data that might 
otherwise be only slowly anG SDLQIXOO\ DFFXPXODWHG E\ DQ HWKQRJUDSKHU´ %ORRU 	
Wood 2006: 89). The focus groups that I used in my research were with teachers and 
parents. Whilst there was homogeneity on the part of each group, these groups 
contrasted each other (Bloor & Wood 2006) which provided opinions and 
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perspectives distinctive to those groups (Krueger & Casey 2000). This led me to 
extract the various trends, patterns and themes from the data generated through the 
discussions.  
There was also an issue of how many people I should include in a group. Writers vary 
in suggesting the number of participants for a group. Denscombe (2003) is of the view 
that the number of people in a focus group should be between six and nine. Others 
recommend groups of six to eight participants (Bloor & Wood 2006). Krueger and 
Casey (2000) suggest that the typical composition of focus groups ranges from five to 
ten people. They further maintain that the size of a group can be as few as four to a 
maximum of twelve individuals. My focus groups fell within these ranges, with the 
focus group for parents being within the minimum range and the focus group of 
teachers falling in the medium and maximum ranges.  
In arranging my focus group discussions, I followed the suggested features of a focus 
group identified by Denscombe (2003:169) for holding discussions. The role of the 
researcher in the focus group method is unique compared to other data generation 
methods, as their role is to facilitate or moderate the sessions. As a moderator, the 
researcher is responsible for allowing and encouraging group interaction between the 
participants. At the same time, the moderator is expected to resume a backstage role, 
to avoid being directly involved in the discussion. Keeping in view the flow of 
discussion and the nature of LVVXHVGLVFXVVHGWKHUHVHDUFKHU¶VUROHLVWRIDFLOLWDWHWKH
focus group discussion to reach its logical conclusion. 
In my fieldwork experience of moderating focus groups, I tried to ensure that the 
discussions in the various groups were held around the topic I had introduced at the 
beginning of the session. Besides providing orientation in oral and written form, I had 
also made use of charts and vignettes to help the participants brainstorm their ideas 
for the focus group discussions. However, it appeared to me that some participants 
would find it difficult to initiate a discussion and to argue at length about the topic. 
The reasons behind this could have been the lack of proper experience and exposure 
of the participants to such environments and of the social and cultural norms to 
FKDOOHQJHRWKHUSHRSOH¶VLGHDV7KHUHIRUHP\VWDQFHDVDPRGHUDWRUZDVOHVVQHXWUDO
, KDG WR LQFLWH SDUWLFLSDQWV WR SUREH HDFK RWKHU¶V XQGHUVWDQGLQJV DQG H[SHULHQFHV
concerning the topic. To help elicit information, I also encouraged interaction among 
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the participants in the groups. The emphasis here was on generating a collective view, 
rather than the aggregate view.  
Sample of the focus group 
My aim of arranging focus groups with the respective sample (teachers and parents) 
was to generate and capture those aspects of the research not explored through other 
methods. Since focus group interaction was based on a topic supplied by the 
researcher, the views of the participants that emerged were thought to provide 
important insights and understandings of the phenomenon under investigation (Cohen 
et al. 2000:288, citing Morgan 1988). Whilst there were still many issues, it was 
relatively easy to arrange focus group discussion with male respondents. The 
possibility of running focus groups with females (teachers and mothers) proved to be 
very difficult. I could not arrange focus group sessions with mothers in both the urban 
DQG UXUDO JLUOV¶ VFKRROV EHFDXVH RI FXOWXUDO UHVWULFWLRQV DQG FRQVHQW LVVXHV $
suggested sample prior to the fieldwork for holding each focus group with the various 
parents is given in the following table: 
Table 4.3 Proposed sample for focus groups 
Sample Parents Teachers 
Mothers Fathers Females Males 
Urban 10 10 10 10 
Rural 10 10 10 10 
Total 20 20 20 20 
As the above table shows, the proposed focus groups for parents and teachers were 
constituted from urban and rural populations. The number of respondents proposed 
for each focus group was just about the right number, as Morgan (1988, 1997) 
suggests that a 20 per cent over-recruitment may reduce the risk of some participants 
not turning up for the study. The actual focus group sessions that I held with various 
participants are as follows: 
Table 4.4 Focus groups held 
Focus group Parents Teachers 
Mothers Fathers Females Males 
Urban Could not be held 3 9 7 
Rural Could not be held 5 Could not be held 6 
Total - 8 9 13 
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I had contemplated problems of doing research with females, especially with mothers 
in the rural context. It can be seen in the above table that I could not arrange focus 
group discussions with mothers in either of the urban and rural contexts. There were 
many issues involved. Although I had arranged for a female volunteer researcher to 
conduct focus group sessions with mothers, all the female students who were asked to 
seek consent of their mothers for their participation declined my request for 
participation in the research activity. The reasons could have been that they were not 
allowed by their husbands, or that they did not feel that were confident enough to talk 
about such issues or that they were preoccupied in their household chores or because 
of their perceived lack of education levels. Similarly, in the RGS, despite my best 
HIIRUWVDQGWKHSULQFLSDO¶VSRVLWLYHDWWLWXGH ,FRXOGQRWDUUDQJHIRFus group sessions 
of teachers and when asked about it the principal politely declined. Similarly, due to 
cultural sensitivities the principal was of the view that mothers would not participate 
in focus group sessions. 
There were issues around arranging FGD of fathers in both the rural and urban 
schools. Twice I had to reschedule the focus group session in the urban school, 
because of parents not turning up (except one) as they had promised. In the end, I had 
to conduct it with three fathers. Likewise, I had the same experience at the RBS of 
rescheduling the FGD. Despite this, in the end I was successful to conduct it with five 
fathers in attendance. The rest of the focus group sessions with teachers in the urban 
and rural schools, although having other problems, were done successfully. My 
REVHUYDWLRQRIWKHWHDFKHUV¶VHVVLRQVZDVWKDWQRVRRQHUWKDQa focus group discussion 
started, some of the teachers were disinterested in the discussion and would try to 
leave citing some of their preoccupations. It was usually very difficult to handle such 
scenarios, as I personally did not want anyone to be forced to be part of the 
discussion. It may have been that these few teachers took part in the focus group 
because they felt morally pressured by other interested and active colleagues.  
Strengths of the focus group  
To help locate the significance of focus groups as a research tool in my study, it is 
worthy of merit to discuss some of its strengths and advantages identified in the 
literature (Denscombe 2003:169; Bryman 2004:347-348). I will expand and extend 
these in the light of my experience in the field. 
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As the focus of my study was to explore relatively non-sensitive and non-
controversial issues, most of the participants had a positive experience of interacting 
in the focus group discussions. They appreciated the centrality of the issue and its 
impact on the overall performance of children.  
$Q LQGLYLGXDO¶V SDUWLFLSDWLRQ LQ D JURXS GLVFXVVLRQ LV EDVHG RQ D KRVW RI IDFWRUV
Whilst education may be an important determinDQWRIVKDULQJRQH¶VLGHDV,REVHUYHG
that the most interactive of the participants were those who seemed to have extensive 
public interaction in their work places. Interactions of such people in the group also 
encouraged others to participate and share their experiences. It was then due to these 
relatively informal interchanges, that the focus group discussions sometimes led to 
important insights that otherwise would not have become known through interviews 
alone.  
Furthermore, during the discussions my approach had always been to encourage 
people to talk in an unstructured way about their experiences. This led to unique 
opinions and perspectives being generated by the participants. I had to be very active 
during the focus group discussions, insofar as the group dynamics and conducting a 
meaningful discussion among the participants was concerned. There were instances in 
which the focus group discussion appeared to be focus group interviews, where I was 
considered as the person to be answered to. In such instances, I would try to engage 
the participants in discussion. This was done through questioning different people and 
HQFRXUDJLQJ WKHP WR SUREH HDFK RWKHU¶V YLHZV DQG FRPH WR WHUPV ZLWK±either 
individually or in a group as a whole±the reasons for holding such views. 
Whilst there were some cultural issues restricting people from challenging ideas, I 
would try to elicit through participants a variety of views on a particular issue. This 
effort sometimes led individuals to argue with one another and to challenge each 
RWKHU¶V SRLQWV RI YLHZ %\ VR GRLQJ WKH SDUWLFLSDQWV WKHPVHOYHV ZRXOG DUULYH DW
realistic accounts of what they thought about the topic.  
In the literature, one of the features of using the focus group method is that it gives the 
researcher an opportunity to learn more about the ways people collectively make 
sense of a phenomenon and construct meanings around it. I cannot claim that in my 
experience of arranging focus group discussions, all of the participants of the various 
groups would have collectively made sense of the topic under discussion. However, 
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there were instances, especially when working with teachers, where their sense of and 
construction of the meaning of the topic was quite obvious.   
Limitations/problems of focus group  
I faced numerous problems and issues arranging focus group discussions. These 
ranged from the initial contact with potential participants to arranging discussions of 
teachers and parents. Every group had its own issues and concerns.   
Due to various factors, it was difficult to record properly the discussions that took 
place, which included disturbance from outside and noise and disturbance within the 
group. It was very difficult to control participants, despite having being told to wait 
for their turn. Speakers interrupted one another and talked simultaneously, especially 
when the group was large, such as in the case of female teachers in the UGS. There 
were times when there were tendencies to the formation of sub-groups to discuss 
issues. Then, I had to intervene and guide the flow of the discussion. 
One of the limitations of focus groups is that people are reluctant to disclose thoughts 
on sensitive, personal, political or emotional matters in the company of others. But 
there were variations in this. Those teacher participants having leftist views, had 
openly disclosed their thoughts whether those pertained to parents, the school 
structure, to the principal or even to their colleagues. In contrast, the participants 
coming from a right wing perspective, tended to provide permissible responses. 
However, my experience of holding focus groups with teachers and parents was that 
most participants were more critical in the discussions compared to that of in the 
interviews.  
I had to be skilful in dealing with the extrovert characters who were dominating others 
in the proceedings of the focus group into expressing opinions and not letting others 
speak. In such situations, I would put a question to participants who would not be that 
involved to let them speak and participate meaningfully. Compared to my experience 
with interviews, sometimes with the focus group discussions I felt I had less control 
over the proceedings. Despite this, I would use prompts and probes to guide the 
discussion. 
Whilst huge amounts of data can be produced very easily through focus groups, it is 
argued that to develop a strategy to analyse the themes and patterns of interaction in 
the data is a difficult task (Denscombe 2003). I had been through this daunting 
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experience, and sometimes it was not possible to understand what the participants had 
been talking about because of noise and interruption. Not only were intra-group 
dynamics difficult to handle, it was difficult to organise a time and place for the focus 
groups that was agreeable to everyone involved. Whilst I faced fewer problems 
arranging the focus groups of teachers, holding focus group discussions of fathers was 
very difficult. I had to contact the fathers many times to have their consent and 
assurance for turning up, but most would still not come.  
Bryman argues that in holding focus group discussions, there is also an expectation 
that participants will express more culturally acceptable views compared to individual 
interviews (Bryman 2004:359-360). This was the case with some of the participants, 
and my orientation before the focus group was mostly around encouraging the 
participants to talk about issues openly and to avoid providing permissible and ideal 
responses. However, the transcription of the recorded data was more time consuming, 
as there were instances in which the participants spoke simultaneously.  
4.5.3 Field notes 
I kept a diary for recording my field notes and experiences, which happened during 
the course of the fieldwork. For the first two days, I was very detailed in writing all 
that happened during the course of day. However, afterwards I learned to write those 
aspects of the daily interaction that I considered had relevance to my research. 
Writing field notes was not a linear process for me. The issues surrounding seeking 
official permission to have access to schools had a considerable toll on my 
performance and which resulted in writing delays and skipped days. Therefore, such 
issues accompanied and encountered in the field made the task of writing field notes 
difficult. 
Patton highlights the importance of field notes in these words: 
Part of the purpose of being in a setting and getting close to the people in the 
setting is to permit you to experience what is like to be in that setting. If what 
it is like for you, the observer or participant observer, is not recorded in your 
field notes, then much of the purpose for being there is lost. (Patton 2002: 
303-304) 
Patton (2002) argues that the time of entering the field marks the beginning of the 
arduous task of taking field notes. Where possible and convenient, I kept writing my 
journal in the schools but when it was not possible, I would complete my notes at 
home or at any other suitable place (Cohen et al. 2000:146). I recorded whatever I 
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believed was worth noting from the research perspective. As most of my field notes 
were descriptive, I supplemented these with all the demographic information, which 
included date and place of note taking, details of people and physical settings and the 
social interactions and activities that took place at the time of recording the details 
(Patton 2002). It is argued that recording such information not only helps aid the 
recall of the researcher, it can equally provide an alternative experience to the reader 
of the report (Patton op.cit.).  
4.5.4 Documentary data 
The purpose of documentary data in the present research was twofold. Firstly, I 
wanted to collect documents used by teachers and the school administration related to 
the various aspects of parent-teacher relations and home-school links. Besides 
knowing about the interaction and communication practices initiated by the school 
with home, I also considered that their use could throw some light on the role of 
principals in the respective schools where I did my research. Secondly, I also made 
use of the government educational policies and plans to: 
x analyse the historical context of the topic under study; 
x evaluate the relative importance given to parent-teacher relations; 
x explore initiatives and frameworks for linking home and school; and 
x to locate their role in the broader social and cultural practices in 
society.  
In this manner, documents as data, both historical and contemporary, were a rich 
source for my research (Punch 1998). The documentary sources of data can also be 
used in conjunction with other methods such as observation or interviews, thus 
ensuring triangulation of the results produced (Punch 1998). The varieties of 
documents that can be used by social researchers include diaries, essays, personal 
notes, biographies/autobiographies, institutional reports and government 
pronouncements and proceedings (Jupp 1966, cited by Punch 1998).  
Bryman (2004:381) argues that documents come from a diverse set of sources which 
WKRXJKQRWEHLQJSUHSDUHGVSHFLILFDOO\IRUWKHUHVHDUFKHUDUHµRXWWKHUH¶SK\VLFDOO\ to 
be assembled and analysed for research purposes. Payne and Payne (2004:61) regard 
GRFXPHQWV DV µFRQFUHWH REMHFWV¶ ZKLFK UHVXOWV DIWHU SHRSOH UHFRUG WKHLU NQRZOHGJH
ideas and feelings in some form. The form therefore presented could either be written 
or visual.  
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According to Robson (2002:348-µZULWWHQGRFXPHQWV¶FRQVLVWRIQRWRQO\ERRNV
newspapers, magazines, notices and letters but sometimes the term is extended to 
include non-written documents, which are electronic or pictorial in nature. It is argued 
that as documentary data are produced for some other purpose they are non-reactive 
DQGWKHUHIRUHDUHµXQREWUXVLYH¶LQQDWXUH5REVRQ,QWKHFRQWH[WRIVFKRROV
and educational settings, Robson (2002:352) suggests that the following documents 
could be collected and analysed: 
x written curricula; 
x course outlines, and other course documents; 
x timetables; 
x notices; 
x letters and other communications to parents. 
 
The documents that I collected and analysed included various government policy 
documents DQGUHSRUWVDQGVFKRROUHJLVWHUVVWXGHQWV¶SURJUHVVUHSRUWVDQGOHWWHUVWR
parents (general as well as individual) (see Appendix I and J). 
For assessing the quality of documents, the suggested criteria are as follows: 
x how authentic the document or object is, which could therefore be 
relied and depended on;  
x the evidence of credibility is also to be seen which confirms that the 
document is free from errors and distortions;  
x representativeness of the documents is another criteria which needs 
to be known to researcher; and finally,  
x as interpretation depends very much on the cultural context, 
therefore, the meaning must be clear and comprehensible (Bryman 
2004:381; Payne & Payne 2004:63 citing Scott 1990). 
Given the above discussion, and the criteria for assessing the quality of documents, of 
the four schools that I researched two of the schools had documentary procedures and 
SUDFWLFHVLQSODFHIRUYDULRXVSXUSRVHVVXFKDVIRUUHFRUGLQJWHDFKHUV¶PRYHPHQWDQG
attendance, performance and evaluation, and for stXGHQWV¶DWWHQGDQFHDQGUHSRUWV ,Q
one of the rural schools, the principal had designed a template for communication 
with parents, which consisted of a number of student issues that needed to be reported 
to parents (Appendix J). 
With the approval of the principals, I took pictures of all these and have discussed 
these in the light of the results of the interviews and focus group discussions. 
Furthermore, as also indicated above, I also obtained access to the public documents, 
which are in the form of educational policies, plans and reports. Relevant sections and 
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aspects of these reports have been analysed and critiqued (see Chapters Two and 
Six).  
4.5.5 Photographs 
The use of photographs was one of the methods that I used to document some of the 
contexts and to triangulate the findings of the data obtained through other methods. 
The intention was also to document the cultural dynamics and messages and the 
strategies that underpinned the physical and material existence of things and the 
associated practices of the agents. This was done to enrich and illuminate the findings 
of the parents and teachers and the analysis that resulted from these findings. The use 
of photographs was thus made to project the culture and associated bodily habitus of 
the agents that underpinned most of the practices of parents and teachers.  
$FFRUGLQJWR3URVVHU	:DUEXUWRQ³FXOWXUHLVDZD\RIFRQVWUXFWLQJUHDOLW\
DQGGLIIHUHQWFXOWXUHVDUHVLPSO\GLIIHUHQWFRQVWUXFWLRQVRIUHDOLW\´What they mean 
by this is that people of different cultures interact differently in their specific cultures. 
However, the authors argue there is always an order and form in the way people go 
about doing different things. This order manifests itself in the form of categories and 
patterns within culture where people make sense of and interact in ways compatible 
with the general ethos of the culture. For all this to be understood, visual means of 
capturing the context is very important (Prosser 1998; Prosser & Warburton 1999). 
The content captured in the form of photographs and images can be used to interpret 
and explain patterns, meanings and messages attached to certain contexts.  
Social researchers have always been associated with what we can read (text, statistics) 
or hear (interviews, conversations) and the visual aspects of research have mainly 
been ignored in qualitative research (Silverman 2001:193). This is why my aim of 
using images was based on aiding the text-based explanations of the collected data. 
The use of images is further argued to highlight other dimensions of the research 
locale.  
Silverman (2001) argues that it is our research questions and inevitably our theoretical 
orientation that inform us what to look for and how to obtain the images. The analysis 
of images thus poses complex methodological and theoretical concerns (Silverman 
2001:194). Having said this, and keeping in view the sensitivity of the issues around 
the use of images not only from the research ethics perspective but also from the 
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social and cultural dimensions of the research area, for every image that I made, I 
sought prior permission and consent for the use of the same from the individuals 
concerned. Furthermore, as issues concerning interactions with women were more 
sensitive, I took every care to have equal respect for the ethos. 
Payne and Payne classify images into four categories: 
x Images/pictures already made by other people which have the potential 
IRUXVHZLWKRQH¶VRZQUHVHDUFK 
x Image making and pictures as a way of eliciting information by working 
collaboratively with the informants 
x Researcher making images during the course of the fieldwork 
x Images used for adding more clarity to the findings, usually in the form 
of words. (Payne & Payne 2004:239) 
Keeping in view the above categories, the nature of my research was such that most of 
my images of the fieldwork were based on physical settings and interaction between 
people (category 3). 
Bryman outlines three prominent roles of photographs: 
x As Illustrative. Though their role is considered as limited, photographs 
are XVHG WR µLOOXVWUDWH SRLQWV¶ DQG WKXV µHQOLYHQ¶ WKH RWKHUZLVH GXOO
discussion of results. 
x As data. Photographs may be viewed as data in their own right. They 
FRXOGHTXDOO\EHFRPHSDUWRIWKHUHVHDUFKHU¶VILHOGQRWHVDQG LQFDVHRI
extant photographs they become the main source of data of the field in 
which the researcher is interested. 
x As prompts. Photographs may be used to entice people to talk about what 
is represented in them. Such a use may encourage the participants to 
bring forward their various perspectives and beliefs about the way they 
see things in pictures. (Bryman 2004:384) 
My main aim of using photographs was to use them for illustration as well as for data 
purposes. This suggests that photographs obtained in the field were used to 
contextualise the context and illustrate the underlying discussion of the interviews and 
focus group data. The field notes taken alongside the photographs were used later to 
elaborate the contexts in which photographs were taken. Furthermore, photographs as 
an illustrative aid were used to help support the analysis and interpretation of the 
findings.  
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4.6 Data analysis and interpretation 
4XDOLWDWLYH GDWD DQDO\VLV LV ³IXQGDPHQWDOO\ D QRQPDWKHPDWLFDO DQDO\WLFDO SURFHGXUH
WKDW LQYROYHV H[DPLQLQJ WKH PHDQLQJ RI SHRSOH¶V ZRUGV DQG DFWLRQV´ 0D\NXW 	
0RUHKRXVH  ,W LV D SURFHVV WKDW ³LQYROYHV RUJDQLVLQJ DFFRXQWLQJ IRU DQG
H[SODLQLQJ WKH GDWD LQ VKRUW PDNLQJ VHQVH RI GDWD LQ WHUPV RI WKH SDUWLFLSDQWV¶
definitions of the situation, noting patterns, themes, categories DQG UHJXODULWLHV´
(Cohen et al. 2007:461). More specifically, it  
«FRQVLVWV RI SUHSDULQJ DQG RUJDQL]LQJ WKH GDWD LH WH[W GDWD DV LQ
transcripts, or image data as in photographs) for analysis, then reducing the 
data into themes through a process of coding and condensing the codes, and 
finally representing the data in figures, tables, or a discussion. (Creswell 
2007:148) 
Whilst it is clear what qualitative data analysis entails, writers argue that there is no 
single procedure or method to analyse and present qualitative data (Creswell 2003, 
2007; Denscombe 2002, 2007; Maykut & Morehouse 1994; Robson 2002; Patton 
2002), rather it is up to the researcher and their justification of the principle of fitness 
for purpose (Cohen et al. 2007:461). The procedure I adopted for data analysis and 
interpretation consisted of five main stages: 
Table 4.5 Stages of data analysis and interpretation 
1 Data preparation x Transcribing and cataloguing the data 
x Preparation of data 
2 Initial exploration of the data x Exploration of recurrent themes and issues  
x Pictorial representation/mind maps of themes  
3 Analysis of the data x Coding the data 
x Grouping the codes into categories and themes 
x Comparison of categories and themes 
x Generating concepts and patterns 
4 Representation and display of 
the data 
x Written interpretation of the findings 
x Incorporating photographs, field notes, 
documentary data 
5 Validation of the data x Data and method triangulation 
Adapted from Creswell and Plano-Clarke (2007:129) 
Figure 4.1 provides the conceptual and analytical framework that I adopted for data 
analysis and interpretation: 
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Figure 4.1 Conceptual and analytical framework for data analysis and 
interpretation 
The data analysis was the more difficult and intellectually challenging stage of the 
UHVHDUFKDQGKHQFHGLIILFXOW WRVWDUW WKHµVWRU\¶7KLVSURFHVVZDVPRUHGLIILFXOWDQG
taxing for me, as I had to translate and transcribe the interview and focus group data 
simultaneously from Pashtu into English. During the translation/transcription of the 
data, extreme care was required as far as possible so as not to miss the cultural 
nuances and the underlying tones and messages of the participants. 
Research 
questions 
Theoretical 
framework 
Capital (social 
& cultural) 
Habitus 
 
Field 
 
DATA 
Interviews Discussions  
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documents, 
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The data analysis involved working in different mediums, transposing sound to text 
and text WRGLDJUDPVDQGYLFHYHUVD7KLVZDVULJKWO\³DSURFHVVRIMRXUQH\DQGDUULYDO
DW GLIIHUHQWSRLQWV´ *UD\  DVZKROHVZHUH FRQYHUWHG LQWRSDUWV DQGSDUWV
LQWR IUDJPHQWV7KLVZDV WKH µDQDO\WLFDO VWDJH¶ *UD\ZKHUHEHVLGHV WKHGDWD
reduction, I was continuously engaged in the process of interpreting and shaping the 
data. The interpretation involved a dual process of theoretical scaffolding and 
SURYLGLQJ FRQWH[WXDO µH[SODQDWRU\ LQVLJKWV¶ RI WKH GDWD *UD\  3ULRU WR
identifying the themes, I worked extensively to categorise the data according to 
similar traits, which were then grouped together (see Table 4.5, Stage 3). This 
process was done manually, first by cutting and arranging texts of the interviews and 
focus group discussions and then by drawing pictorial diagrams to have a better 
understanding of the underlying dynamics of various aspects of the data. This helped 
to have a better grasp of the broader structures of the various categories that seemed 
to fit with each other, thus emerging in the form of themes. The next stage involved 
giving shape and structure to the themes by imposing broader concepts and patterns 
that had a logical flow. The final stage involved writing and interpretation of the 
findings.  
As can be seen from Figure 4.1, the primary focus of the data analysis and 
interpretation was to refer back to the research questions (Merriam 2009:176). 
However, this does not mean that the research was deductive; rather the research 
design was emergent and inductive in nature (Merriam 2009:169), in which the data 
analysis was based upon four guiding principles (Denscombe 2007:287-88). I adapt 
and elaborate these principles in the context of my study: 
The first principle: The analyses of the data and the conclusions drawn from the 
research are firmly rooted in the data. It means that the findings are grounded in the 
evidence that I gathered.  
The second principle: The explanation of the data emerged from a careful and 
meticulous reading of the data. This does not imply that the data cRXOG µVSHDN IRU
WKHPVHOYHV¶RUWKDWWKHLUPHDQLQJZDVVHOI-evident; rather the process of interpretation 
LQYROYHGSURGXFLQJPHDQLQJRXWRIWKHµUDZ¶GDWD 
The third principle: I had to be careful to avoid introducing unwarranted 
preconceptions into the data analysis. These could have been my personal prejudices 
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or biases based on my knowledge of previous theories and research. To avoid these 
being a hindrance to good analysis I adopted as far as possible a reflective stance 
throughout the research process.  
The fourth principle: The data analysis involved an iterative process. The 
development/integration of theory, hypotheses, concepts or generalizations were 
based on a process in which I constantly moved back and forth, comparing the 
empirical data with the codes, categories and concepts that were being used.  
The research design therefore underpinned the use of inductive logic. This meant that 
I moved from the data to the theory and from the particular to the general. For the 
most part, the analysis of data involved discovering things from the data, of 
generating and confirming theories based on what the data contained, and of moving 
from the particular features of the data towards more generalized conclusions or 
theories.  
4.7 Validity and reliability: establishing authenticity and trustworthiness  
,Q TXDOLWDWLYH UHVHDUFK WR HVWDEOLVK WKH UREXVWQHVV DQG µFUHGLELOLW\¶ RI WKH UHVHDUFK
evidence (Lewis & Ritchie 2003), LWLVYLWDOWKDW³WKHUHVHDUFKHUPXVWKDYHVRPHZD\V
of demonstrating that their findings arHµWUXH¶RWKHUZLVHWKHUHDUHQRJRRGJURXQGVIRU
DQ\RQH WR EHOLHYH WKHP´ 'HQVFRPEH  4XDOLWDWLYH UHVHDUFKHUV FDQ XVH DW
least four strategies through which they can establish the trustworthiness of their 
findings and research. These include internal validity (credibility), reliability 
(dependability), generalizability or external validity (transferability) and objectivity 
(confirmability). I discuss these strategies with an aim for establishing the 
trustworthiness of my findings and research.  
4.7.1 Internal validity or credibility 
$FFRUGLQJ WR0HUULDP³LQWHUQDOYDOLGLW\GHDOVZLWK WKHTXHVWLRQRIKRZ
UHVHDUFK ILQGLQJV PDWFK UHDOLW\´ +RZHYHU UHDOLW\ LV WR EH VHHQ DV KRZ SHRSOH
FRQVWUXFW DQG XQGHUVWDQG WKH ZRUOG DV ³WKHUH ZLOO EH PXOWLple constructions of how 
people have experienced a particular phenomenon, how they have made meaning of 
WKHLU OLYHV RU KRZ WKH\ KDYH FRPH WR XQGHUVWDQG FHUWDLQ SURFHVVHV´ 0HUULDP
2009:214). The validity or credibility of an account can then be establisheG ³LI LW
represents accurately those features of the phenomena that it is intended to describe, 
H[SODLQRU WKHRULVH´+DPPHUVOH\7KLVPHDQVWKDW WKHUHVHDUFKHUQHHGVWR
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GHPRQVWUDWHWKHH[WHQWWRZKLFK³WKHLUGDWDDUHDFFXUDWHDQGDSSURSULDWH´'Hnscombe 
 6LQFH LQWHUQDO YDOLGLW\ ³KLQJHV RQ WKH PHDQLQJ RI UHDOLW\´ 0HUULDP
³LWLVWKHIHDVLELOLW\RUFUHGLELOLW\RIWKHDFFRXQWWKDWDUHVHDUFKHUDUULYHVDW
WKDW LVJRLQJ WRGHWHUPLQH LWVDFFHSWDELOLW\ WRRWKHUV´%U\PDQ+Rwever, 
the credibility of an account cannot be determined unless we consider this question: 
³Are we accurately reflecting the phenomena under study as perceived by the study 
SRSXODWLRQ"´(Lewis & Ritchie 2003:274). The answer to this question in turn rests in 
³WKH strength of the research methods used and the quality of analysis and 
LQWHUSUHWDWLRQ WKDW WDNHV SODFH´ (Lewis & Ritchie 2003:274). Therefore, to maintain 
internal validity, throughout the research study I kept checks of the following kinds:  
Ȋȱȱmple coverage: As described earlier (see Sections 4.6 & 4.7), my effort 
in this research has been that the sample frame is free from any known bias. 
Moreover, the sample coverage was based on an inclusive approach towards 
the constituencies known, i.e. the sample consisted of parents/teachers, 
males/females, mothers/fathers and respondents from different SES.  
ȊȱȱȱȱȱǱ Throughout the fieldwork I endeavoured that the 
environment and quality of questioning were sufficiently effective for the 
participants so that they could express their views freely and fully.  
ȊȱȱȱȱǱ The data analysis was structured in a way that 
the various phenomena were identified, categorised and 'named' in ways 
that reflected the meanings assigned by study participants.  
Ȋȱ Ǳ I endeavoured that there was sufficient internal 
evidence for the explanatory accounts that were developed through the 
empirical evidence.  
Ȋȱ ȱ¢Ǳ I have tried to portray the findings in a way that they remain 
'true' to the original data and hopefully will allow others to see the analytic 
constructions that have occurred. (Lewis & Ritchie 2003:274) 
To address the matters of accuracy and appropriateness of qualitative data, some ways 
have been suggested for validation; these include, for example, triangulation and 
member or respondent validation (Lewis & Ritchie 2003; Denscombe 2007). 
Triangulation  
7ULDQJXODWLRQ LQYROYHV ³V\VWHPDWLF FRPSDULVRQ RI ILQGLQJV RQ WKH VDPH WRSLF
generated by different research meWKRGV´ %ORRU 	 :RRG  7KH SULQFLSOH
behind this is that the researcher can get a better understanding of the topic if they 
view it from different positions (Denscombe 2007:134). Because each position or 
³PHWKRG UHYHDOV GLIIHUHQW DVSHFWV RI HPSLULcal reality, multiple methods of data 
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FROOHFWLRQDQGDQDO\VLVSURYLGHPRUHJULVWIRUWKHUHVHDUFKPLOO´3DWWRQ-56). 
Triangulation could be achieved through various approaches, which include methods 
triangulation, triangulation of sources, triangulation through multiple analysts and 
theory triangulation. The approach that I incorporated for the present study 
involved the use of triangulation of sources. In this approach, different qualitative 
methods (e.g. observations, interviews, documented accounts) are used to compare 
or validate data. The present study employed interviews, focus group discussion, 
photographs and analysis of documents and field notes as qualitative methods for the 
research. It was, therefore, through these methods that attempts were made to 
WULDQJXODWHWKHILQGLQJV,QWKLVUHJDUG3DWWRQDUJXHVWKDW³LWLVLQGDWDDQDO\VLVWKDWWKH
strategy of triangulation really pays off, not only in providing diverse ways of looking 
at the same phenomenon but in adding to credibility by strengthening confidence in 
ZKDWHYHUFRQFOXVLRQVDUHGUDZQ´ 
Member or respondent validation 
Respondent or member validation is a form of triangulation in which the researcher 
checks the accuracy of their findings with research respondents (Bloor & Wood 
5HVSRQGHQWYDOLGDWLRQ³SURYLGHVDFKHFNRQIDFWXDODFFXUDF\DQGDOORZV
WKH UHVHDUFKHU¶V XQGHUVWDQGLQJV WR EH FRQILUPHG RU DPHQGHG E\ WKRVH ZKRVH
RSLQLRQVYLHZVRUH[SHULHQFHVDUHEHLQJVWXGLHG´'HQVFRPEH,WVDLPLV
WR³VHHNFRUURERUDWLRQRURWKHUZLVHRIWKHDFFRXQWWKDWWKHUHVHDUFKHUKDVDUULYHGDW´
(Bryman 2004:274).  
Whilst the usual process for respondent validation involves taking research evidence 
(interview transcripts, data, and findings) back to the research participants for 
confirmation (Bloor & Wood 2006; Bryman 2004; Denscombe 2007; Lewis & 
Ritchie 2003; Merriam 2009), I had to adapt this strategy for my fieldwork. This 
LQYROYHGYDOLGDWLQJWKHHYLGHQFHIURPWKHSDUWLFLSDQWVLQµUHDO-WLPH¶LQWKHLQWHUYLHZV
and focus group discussions. Since the interviews and discussions were interactive, 
involving a mutual exchange of ideas, my strategy was that I would regularly 
corroborate the views and opinions of the participants by presenting a summary of 
what I would have understood they had meant. The benefit of providing a summary 
was that not only respondent validation was ensured but also in most cases, this 
proved to be a reflective experience for the participants through which new insights 
and probes were made possible.  
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Whilst in some ways this process may have taken more time than usual and would 
have appeared repetitive to some participants, there were a number of issues and 
reasons that I had to consider. Firstly, there was the issue of the time itself. Most of 
the respondents were busy people and they did not have the time, energy and in some 
ways interest to go through the transcripts and data. Secondly, many of the parent 
participants could not even read and write, due to which it was impractical to validate 
the textual data through them. Crozier et al. (2005:2) have also reported similar issues 
with respondent validation. Thirdly, there was the issue of logistics in that once the 
interviews and discussions were done it was hard to trace/locate the participants for 
validation purposes.  
4.7.2 Reliability or dependability 
*HQHUDOO\ UHOLDELOLW\ UHIHUV ³WR WKH H[WHQW WR ZKLFK UHVHDUFK ILQGLQJV FDQ EH
UHSOLFDWHG´ 0HUULDP7KH LVVXHRI UHSOLFDWLRQRI WKH UHVHDUFK ILQGLQJV LQ
social sciences and especially in the qualitative research genre is problematic and 
KHQFH FRQWHQWLRXV 7KHUHIRUH UHOLDELOLW\ ³LV DQ LPSRVVLEOH FULWHULRQ WR DFKLHYH LQ
practice as different researchers will always produce different versions of the social 
ZRUOG´ %ORRU 	 :RRG  ,Q VRcial and qualitative research, writers argue 
that instead of focusing on reliability, one needs to give due consideration to the 
dependability or consistency (Lincoln & Guba 1985; Merriam 2009) of research 
findings.  
Dependability involves that researchers GHPRQVWUDWH ³WKDW WKHLU UHVHDUFK UHIOHFWV
SURFHGXUHVDQGGHFLVLRQVWKDWRWKHUUHVHDUFKHUVFDQµVHH¶DQGHYDOXDWHLQWHUPVRIKRZ
far they constitute reputable procedures and reasonable decisions´ 'HQVFRPEH
2007:298, emphasis in original). Lincoln and Guba (1985) therefore suggest an 
µDXGLWLQJ¶DSSURDFKWRHVWDEOLVKWKHZRUWKRIUHVHDUFKIRUGHWHUPLQLQJWKHFULWHULRQRI
WUXVWZRUWKLQHVV7KHDXGLWSURFHVVLQYROYHV³HQVXULQJWKDWFRPSOHWHUHFRUGVDUHNHSW
of all phases of the research process±problem formulation, selection of research 
participants, fieldwork notes, interview transcripts, data analysis decisions, and so on±
LQ DQ DFFHVVLEOH PDQQHU´ %U\PDQ  7R HVWDEOLVK WKH GHSHQGDELOLW\ RI WKH
findings of my research, throughout this Chapter I have endeavoured to follow the 
µDXGLWLQJ¶SURFHVV0RUHRYHU,KDYHDOVRNHSWDQGFROODWHGDFRPSOHWHUHFRUGRIWKH
various documents and procedures of the fieldwork and the overall research process 
for establishing the dependability of my research.  
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4.7.3 Generalizability/external validity or transferability 
*HQHUDOL]DELOLW\ HQWDLOV ³WKH H[WHQW WR ZKLFK WKH ILQGLQJV RI D VWXG\ FDQ DSSO\ WR D
ZLGHUSRSXODWLRQ´%ORRU	:RRG7KHQRWLRQRIµJHQHUDOL]DELOLW\¶³WHQGVWR
be associated with quantitative and PRUHSRVLWLYLVWLFVW\OHVRIUHVHDUFK´DQGUHIHUVWR
WKH³TXDOLW\RI WKHILQGLQJV WKDW LVPHDVXUDEOH WHVWDEOHDQGFKHFNDEOH´'HQVFRPEH
2002:149). In the qualitative research genre, the generalizability of research findings 
have been called in to question because of the researchers working with a small 
number of samples and within embedded contexts (Bryman 2004; Denscombe 2007; 
Marshall & Rossman 1995, 1999). Lincoln and Guba (1985:124), therefore, propose 
the concepts of transferability (which is the degree of direct function of the similarity 
between two contexts) and fittingness (the degree of congruence between sending and 
receiving contexts) as the basis for dealing with qualitative findings. Transferability 
WKHQ ³LV D PRUH LQWXLWLYH SURFHVV LQ ZKLFK WKe relevance of the specific research 
ILQGLQJVWRRWKHUHYHQWVSHRSOHRUGDWDLVLPDJLQHGUDWKHUWKDQDFWXDOO\GHPRQVWUDWHG´
(Denscombe 2002:149).  
For establishing the transferability of the ILQGLQJV WKHVXJJHVWLRQ LV WKDW³WKHUHDGHU
needs to be presentHGZLWK UHOHYDQWGHWDLOV RQZKLFK WREDVH D FRPSDULVRQ´ VR WKDW
WKH\ FDQ ³LQIHU WKH UHOHYDQFH DQG DSSOLFDELOLW\ RI WKH ILQGLQJV WR RWKHU SHRSOH
VHWWLQJVFDVHVWXGLHVRUJDQL]DWLRQVHWF´ 'HQVFRPEH7KXV³WKHUHDGHU
of the research uses information about the particular instance that has been studied to 
DUULYH DW D MXGJPHQW DERXW KRZ IDU LW ZRXOG DSSO\ WR RWKHU FRPSDUDEOH LQVWDQFHV´
'HQVFRPEH ,QWKLVVHQVH WKHTXHVWLRQIRU WKHUHDGHUEHFRPHVµ7RZKDW
extent could the findings be tUDQVIHUUHG WRRWKHU LQVWDQFHV"¶'HQVFRPEH
In this study, by deploying the concepts of habitus, field and capital, I have 
endeavoured to provide a rich and detailed description of the relations between 
parents and teachers and of the respective social and cultural contexts that impinged 
on their relations and structures. The account thus presented is one that merits the 
transferability criteria. 
4.7.4 Objectivity or confirmability  
Objectivity or confirmability in qualitative research entails the extent to which the 
findings or results of a study are based on the research purposes that are free from the 
LQIOXHQFH RI WKH UHVHDUFKHU¶V ELDV 'HQVFRPEH  -HQVHQ  0LOOHU
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+RZHYHU³LWQHHGVWREHUHFRJQL]HGWKDWQRUHVHDUFKLV ever free from the 
LQIOXHQFHRIWKRVHZKRFRQGXFWLW´'HQVFRPEH 
7KHUHIRUH LQ TXDOLWDWLYH UHVHDUFK WKH ³QRWLRQV RI VXEMHFWLYLW\ DUH ODUJHO\
DFNQRZOHGJHG DQG HPEUDFHG´ 0LOOHU  6XEMHFWLYLW\ ³FDOOV IRU D UHIOH[LYH
account by the researcheU FRQFHUQLQJ WKH UHVHDUFKHU¶V VHOI DQG LWV LPSDFW RQ WKH
UHVHDUFK´'HQVFRPEH In this sense, data and analysis then ³DXWKHQWLFDOO\
SXUSRVHIXOO\DQGFRQWH[WXDOO\HPHUJHIURPWKHG\QDPLFLQWHUVHFWLRQRI UHVHDUFKHUV¶
DQG UHVHDUFK SDUWLFLSDQWV¶ XQLTXH LGHQWLWLHV EHOLHIV LGHDV SDVVLRQV DQG DFWLRQV´
(Miller 2008:573).  
7KLVLVZKDWWKHSUHVHQWUHVHDUFKVHHNVWRµFRQILUP¶DQGHVWDEOLVKWKDWWKHUHVHDUFKHU
³KDV DFWHG LQ JRRG IDLWK´ DQG ³KDV QRW RYHUWO\ DOORZHG >KLV@ SHUVRQDO YDOXHV RU
theoretical inclinations manifestly to sway the conduct of the research and findings 
GHULYLQJIURPLW´ %U\PDQ7KLV LVZKHUHUHVHDUFKHWKLFVFRPHLQWRSOD\
which is the focus of discussion of the next section. 
4.8 Ethical issues 
5HVHDUFK HWKLFV DUH ³JXLGHOLnes or sets of principles for good professional practice, 
ZKLFK VHUYH WR DGYLVH DQG VWHHU UHVHDUFKHUV DV WKH\ FRQGXFW WKHLU ZRUN´ %ORRU 	
:RRG7KHVHUHODWHWR³WKHV\VWHPRIPRUDOSULQFLSOHVE\ZKLFKLQGLYLGXDOV
can judge their actions as right RUZURQJJRRGRUEDG´'HQVFRPEH7KHVH
guidelines, codes, or principles suggest that researchers conduct their research in an 
HWKLFDOPDQQHUZLWKDQH[SHFWDWLRQWKDWWKH\³DFWSURIHVVLRQDOO\LQWKHSXUVXLWRI the 
WUXWK´ 'HQVFRPEH  %y following these ethical principles in earnest, 
researchers can enhance the integrity of their research (Israel & Hay 2006). 
7KH SUHVHQW UHVHDUFK ZDV JRYHUQHG E\ %(5$¶V µ5HYLVHG (WKLFDO *XLGHOLQHV IRU
(GXFDWLRQDO 5HVHDUFK¶  ZKLFK KDYH DOVR EHHQ DGRpted by the University of 
Nottingham. Therefore, there was an expectation that I abide by and work according 
to the ethical guidelines of BERA.  
Concerning the specificity of ethical principles, in literature, many of these guidelines 
or codes overlap in priority and detail. For instance, Bloor and Wood (2006:67-68) 
GLVFXVV WKUHH SULQFLSOHV WKDW SHUWDLQ WR LQIRUPHG FRQVHQW SURWHFWLRQ RI SDUWLFLSDQWV¶
LGHQWLWLHV DQG µQR KDUP¶ WR SDUWLFLSDQWV %U\PDQ¶V  HWKLFDO SULQFLSOHV
include issues such as harm to participants, informed consent, privacy, and deception. 
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Similarly Cohen et al. (2007:51-75) produce an exhaustive list of issues that include, 
among others, the following: 
x Informed consent 
x Access and acceptance 
x Ethical dilemmas 
 Privacy 
 Anonymity 
 Confidentiality 
 Betrayal 
 Deception 
0RUHRYHU'HQVFRPEH¶V-90) ethical principles consist of the following: 
x Codes of ethics 
x Ethics approval 
x Moral and legal acceptability 
x Researcher integrity 
x No misrepresentation or deception 
x Protect the interest of participants 
 Avoiding stress and discomfort 
 Confidentiality of data 
 Protection of identities: anonymity 
 Avoiding undue intrusion 
x Security of data 
x Informed consent 
 Consent from children and vulnerable members of society 
 Degrees of consent 
 Adequate information 
 Renewable consent and the right to withdraw 
 Boundaries of consent 
In addition to the above, Denscombe (2007:141-45) offers three point principles, 
which include: 
x Protection of the interest of participants  
 safety considerations 
 avoiding psychological harm 
 confidentiality of information 
x Avoiding deception or misrepresentation 
x Informed consent  
Whilst all of these principles are important for conducting ethical research, I will refer 
WR DQG GLVFXVV WKRVH IURP WKH DERYH DQG IURP WKH %(5$¶V JXLGHOLQHV WKDW ZHUH of 
prime importance in the context of my research.  
4.8.1 Researcher integrity 
Researcher integrity is the first and foremost ethical principle that determines the 
overall conduct and quality of research and its findings. This requires that researchers 
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³DFW SURIHVVLRQDOO\ LQ WKH SXUVXLW RI WUXWK´ DQG DUH ³FRPPLWWHG WR GLVFRYHULQJ DQG
reporting things as faithfully and as honestly as possible, without allowing their 
investigations to be influenced by considerations other than what is the truth of the 
PDWWHU´ (Denscombe 2002:177). Throughout the research process, my earnest effort 
KDG EHHQ ³WR EH LQGHSHQGHQW REMHFWLYH DQG KRQHVW´ LQ WKH ZD\ , FRQGXFWHG DQG
reported the research (Denscombe 2002:178). Therefore, at the outset, without any 
pressure from the sponsors of my studies (Denscombe 2002), I was at liberty to 
choose a topic of my own choice, and design and conduct the research according to 
my interests.  
4.8.2 Voluntary informed consent 
Since most of the data gathering process involved conducting semi-structured 
interviews and holding focus group discussions with parents and teachers, as part of 
the ethical guidelines it was mandatory that I obtained their consent for participation in 
the research. Informed consent meant that I needed to make sure that the participants 
understood and agreed to their participation without any duress, prior to beginning the 
research (BERA 2004). The principle of informed consent entailed providing detailed 
and meaningful information to the participants in plain and simple language (mainly 
Pashtu) explaining: the nature of the research, what was required from their 
participation, who was undertaking and financing the research, why it was being 
undertaken, and how the research was to be disseminated and used (Bloor and Wood 
2006:67). 
I made every effort to ensure that getting the consent of the participants was not a 
PDWWHURIµ\HV¶RUµQR¶EXWDVIDUDVSRVVLEOH,ZRXOGPDNHVXUHWKDWWKHSDUWLFLSDQWV¶
FRQVHQWZDV³IXOOZKROHKHDUWHGDQGQRWEHJUXGJLQJ´'HQVFRPEH ,also 
did not consider consent to be an end in itself, rather the participants were provided 
ZLWKLQIRUPDWLRQWKDWWKH\FRXOGµZLWKGUDZ¶IURPWKHUHVHDUFKDQ\WLPHZKHQDQGLI
WKH\GHVLUHGVR7KLVZDVHVSHFLDOO\WKHFDVHLQWKHWHDFKHUV¶IRFXVJURXSGLVFXssions 
LQ WKH ER\V¶ VFKRROV ZKHUH VRPH WHDFKHUV GXULQJ WKH ILUVW  RU  PLQXWHV ZRXOG
leave the discussion, citing some pressing needs.  
My experience of the fieldwork in this study is that informed consent was not 
considered as an issue or given high priority either by the gatekeepers or by the 
research participants, except in relation to the participation of mothers and some 
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female teachers, which itself was a cultural issue. Most of the difficulties I faced in 
UHJDUGWRPRWKHUV¶SDUWLFLSDWLRQLQLQWHUYiews or holding focus group discussion with 
them involved seeking informed consent of a diverse set of potential participants, but 
in most cases because of the cultural implications most mothers (probably because of 
their husbands refusal) did not consent to participate. Surprisingly, however, there 
were even instances in which some male teachers seemed to complain why they had 
not been involved in the research study. However, I strictly followed the research 
ethics guidelines of the University of Nottingham and BERA by providing proper 
orientation (both written and oral) to the prospective participants and thereafter kept a 
proper record of the consent forms of the participants who took part in the study. A 
copy of the consent form is provided at the end of the thesis (see Appendix B). 
7KHUHZDVDOVRWKHLVVXHRIFRQVHQWIRUWDNLQJSKRWRJUDSKVLQWKHJLUOV¶VFKRROV6LQFH
I was aware of the social and cultural implications and sensitivities of taking 
photographs, I would make sure to cross out the clause in the consent form that 
SHUWDLQHGWRWKHSDUWLFLSDQWV¶FRQVHQWIRUWDNLQJWKHLUSKRWRV7KLVZDVGRQHWRPDNH
sure that the participants were clear about what they had been consenting for. 
However, I did take some photographs of the exteriors of the buildings and of the staff 
URRPDQGWKHSULQFLSDOV¶RIILFHHWFZLWKWKHFRQVHQWDQGSHUPLVVLRQRIWKHFRQFHUQHG
principals.  
4.8.3 Anonymity and confidentiality 
$QRQ\PLW\DQGFRQILGHQWLDOO\RIWKHSDUWLFLSDQWV¶LGHQWLWLHVDQGSULYDF\ZHUHRQHRI
the main concerns of conducting the research in an ethical manner. Whilst in many 
ways, most of the participants (excluding females) and many gatekeepers also did not 
consider anonymity and confidentiality to be major issues, probably because of the 
cultural dynamics, I had to make sure through repeated verbal assurances and through 
the Consent Form (see Appendix B) that their data was to remain confidential and 
anonymous.  
&RQFHUQLQJDQRQ\PLW\'HQVFRPEHDUJXHV³,WLVQRUPDOJRRGSUDFWLFHWR
avoid publishing reports of the research which allow individuals or organizations to 
EH LGHQWLILHG HLWKHUE\QDPHRUE\ UROH´ ,Q WKLV UHJDUG %ORRU DQG:RRG 
VXJJHVWHIIHFWLYHZD\VRISURWHFWLQJLGHQWLWLHVWKURXJK³VHFXUHGDWDVWRUDJHUHPRYDO
of identifiers, amendments to biographical details, and the use of pseudonyms 
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DSSOLFDEOH WR QDPHV RI LQGLYLGXDOV SODFHV DQG RUJDQL]DWLRQV´ 7KURXJKRXW P\
research, I have made every effort to ensure that the participants remain anonymous. 
However, the pseudonyms that I used for the schools where I did my research were 
EDVHG RQ WKH FRQWH[W DQG W\SH RI SHRSOH WKH\ UHSUHVHQWHG LH 8%6 IRU XUEDQ ER\V¶
VFKRRO8*6IRUXUEDQJLUOV¶VFKRRO5%6IRU UXUDOER\V¶VFKRRODQG5*6IRU UXUDO
JLUOV¶VFKRRO 
To ensure that the participants and schools remained anonymous, I needed to make 
sure that I maintain confidentiality of the data and information in the first place. As 
WKHFRQILGHQWLDOWUHDWPHQWRISDUWLFLSDQWV¶GDWDLVFRQVLGHUHGWKHQRUPIRUWKHFRQGXFW
of research (BERA 2004:8), promising confidentiality of information therefore was a 
ZD\WRHQVXUHSDUWLFLSDQWV¶ULJKWWRSULYDF\&RKHQet al. 2007:65). Most of the data 
that I obtained from the participants were in the form of voice-recorded interviews 
and discussions, which after translation and transcription were kept securely in 
separate files in the MSOFFICE Word. Moreover, to avoid any reference to the 
research participants and to the schools where the research was undertaken, edited 
copies of the photographs and pictures have been used in the thesis to maintain 
confidentiality.  
4.8.4 Incentives/compensation and reciprocity 
In the fieldwork, I had to juggle with the issues of reciprocity and 
incentives/compensation for participants in a manner to maintain an ethical standard 
and at the same time to avoid compromising the quality of data (Patton 2002). 
%(5$¶VJXLGHOLQHVRIIHUHGXVHIXODGYLFHLQWKLVUHJDUG 
5HVHDUFKHUV¶ XVH RI LQFHQWLYHV WR HQFRXUDJH SDUWLFLSDWLRQ PXVW EH
commensurate with good sense and must avoid choices which in themselves 
have undesirable effects (e.g. the health aspects of offering cigarettes to young 
offenders or sweets to school-children). They must also acknowledge that the 
use of incentives in the design and reporting of the research may be problematic; 
for example where their use has the potential to create a bias in sampling or in 
participant responses. (BERA 2004:8) 
As the participants in my research seemed to have different socio-economic statuses 
and backgrounds, I had to be tactful in offering compensation to them, and therefore 
to avoid bias in sampling and responses of the participants. Moreover, before 
considering the use of incentives or compensation, there was also the related issue of 
cultural implications and sensitivities that needed to be kept in view, as it would have 
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turned out that a wrong move could have offended the participants. For instance, with 
many teachers, it would have been culturally undesirable that I offered cash to 
compensate them for their time. Similarly, after interviewing a parent in their house 
and later offering them cash as compensation would have been considered derogatory 
and the incumbent may have been offended by such a gesture.  
However, in the RBS the majority of the parents, who participated in the interviews 
and discussion, were on a low income or worked on daily wages. They had to leave 
their work to participate in my research, which for many would have meant a loss in 
their earnings. Therefore, with the consent and approval of the teacher who was 
facilitating my rHVHDUFK , FRPSHQVDWHG HDFK SDUWLFLSDQW IRU RQH GD\¶V ZDJH DIWHU
concluding the research activity. However, I would make sure that it was very clear to 
the participants that, although they were being paid for their time, they were not being 
paid for their responses (Patton 2002:413).  
Concerning the teachers and principals of the schools, I needed to reciprocate in a 
manner that was commensurate with the moral and ethical guidelines of the research, 
and which could have given the participants some sense of purpose and motivation 
towards their part in the research process. Concerning researcher reciprocity, Marshall 
and Rossman argue that: 
4XDOLWDWLYH VWXGLHV LQWUXGH LQWR VHWWLQJV DV SHRSOH DGMXVW WR WKH UHVHDUFKHU¶V
presence. People may be giving their time to be interviewed or to help the 
researcher understand group norms; the researcher should plan to reciprocate. 
When people adjust their priorities and routines to help the researcher, or 
HYHQ MXVW WROHUDWH WKH UHVHDUFKHU¶V SUHVHQFH WKH\ DUH JLYLQJ RI WKHmselves. 
The researcher is indebted and should be sensitive to this. Reciprocity may 
entail giving time to help out, providing informal feedback, making coffee, 
being a good listener, or tutoring. (Marshall & Rossman 1999:90) 
Whilst most of the participants did not expect to receive something in kind in return 
for extending help and providing information (Creswell 2007:243), I reciprocated in a 
number of ways. For some teachers, participation in the interview and research 
seemed to have a therapeutic experience, as they seemed to have benefitted from 
³H[SUHVVLQJ WKHLU YLHZV DQG VKDULQJ WKHLU VWRU\´ %ORRU 	 :RRG  7KLV
seemed to be so, because I always tried to be a sympathetic and good listener (Bloor 
& Wood 2006; Marshall & Rossman 1999). In addition, since for the majority of the 
teachers it was their first experience to have participated in an activity that required 
WKHPWRH[SUHVVWKHLUIHHOLQJVDQGWR³VSHDNWKHLUPLQGV´:RRGVLQDQRSHQ
and informal manner, many of them after the interviews would be anxious and not 
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VXUHZKHWKHUWKH\FRQWULEXWHGDQ\WKLQJLPSRUWDQW,ZRXOGUHFLSURFDWHE\³SURYLGLQJ
LQIRUPDO IHHGEDFN´ 0DUVKDOO 	 5RVVPDQ  ZLWK ZRUGV RI UHDVVXUDQFH DQG
encouragement about the importance and worth of their contribution towards the 
study. Finally, in appreciation of their contribution for allowing me to conduct 
research in their schools and for volunteering to take part in interviews and 
discussions, with the consent and approval of the principals of the respective schools, 
at the end of my research in each school I distributed writing diaries amongst all 
teachers. However, I would make sure that it was very clear to the participants that the 
writing diaries were given in recognition of their time and not for their responses 
(Patton 2002:413).  
4.9 Chapter summary 
This chapter has provided a discussion of the philosophical paradigms, research 
methodology and methods, which I pursued during the course of my research. A 
social constructivist approach guided the research, as it required exploring and in-
depth understanding of the relations between parents and teachers in their given 
environments of homes and schools. Therefore, a qualitative case study methodology 
was adopted that involved the use of various methods to generate data of various 
types. The methods used in the study were semi-structured interviews, focus group 
discussion, documentary analysis and use of field notes and photographs 
documentation. The data gathered were analysed and interpreted through an analytical 
framework adapted from Creswell and Plano-Clarke (2007:129). The issues of 
validity and reliability arising out of the interpretation of the findings have been 
discussed. The research followed the ethical guidelines of the University of 
Nottingham and BERA. Ethical issues have been discussed thoroughly in the light of 
the research and issues concerning the rights of the respondents/participants, and 
confidentiality and anonymity of their data addressed.  
In the chapter that follows, I present the findings and discussions on teachers. 
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Chapter Five ² 7KH'\QDPLFVRI7HDFKHUV¶,QWHUDFWLRQDQG
Communication 
 
The first of two chapters on schools and teachers, in this chapter I focus on and 
explore WHDFKHUV¶ FRPPXQLFDWLRQ DQG UHODWLRQV ZLWK parents. In order to do this, I 
operationalise the theoretical tools that I discussed in Chapter Three by 
contextualising the perceptions and experiences of teachers in their respective social 
settings. The chapter consists of three sections.  
The first section introduces and discusses communication practices and experiences of 
teachers with parents and explores the role of habitus and field in structuring these 
interactions/practices. In particular, it discusses WHDFKHUV¶FRQWDFWZLWKSDUHQWVDW WKH
individual and institutional level and demonstrates that for most teachers, 
communication with parents iV QRW D QRUP UDWKHU DQ ³H[FHSWLRQ´ .KDQ et al. 
2005:208). It also shows that given the socio-cultural conditions and traditions, some 
WHDFKHUVXVHµFUHGLWVOLSV¶DVDIRUPRI contact with parents that signify the role that 
social capital plays in parent-teacher relations.  
The second section extends the discussion of the first section further by examining 
WHDFKHUV¶ SUDFWLFHV DQG H[SHULHQFHV WKDW XQGHUSLQ YDULRXV VWUXFWXUDO IXnctional, and 
cultural practices, which are shaped individually and collectively, and reciprocally by 
the WHDFKHUV¶habitus and field structures. For example, it examines the constraints that 
teachers say are in the way of effective communication with parents, and explores the 
LVVXH RI µPRFN¶ SDUHQWV EHIRUH GHPRQVWUDWLQJ WKH GLVSDULWLHV WKDW H[LVW IRU JLUOV DV
KDYLQJDµOD\HUHG¶SDUHQWDOLQIOXHQFH,t also demonstrates that some teachers contact 
SDUHQWV RQO\ ZKHQ WKH\ KDYH VRPH µSHUVRQDO LQWHUHVW¶ i.e., when they have some 
personal issue or problem, before discussing some of the cultural sensitivities that 
some teachers describe as obstacles to contact with parents. 
The focus of section three is to discuss the role that institutional habitus plays in 
structXULQJ WHDFKHUV¶ SUDFWLFHV DQG FRPPXQLFDWLRQ LQGLYLGXDOO\ DQG FROOHFWLYHO\
using a number of themed aspects of communication by teachers and schools. For 
instance, it discusses the structuring role of the institutional habitus that conditions 
teachers to GHVFULEH WKHLU UHODWLRQV ZLWK SDUHQWV DV µVWUDQJH¶ WKDW ODFN VXSSRUW DQG
respect for parents, which also underpin seeing home and school as separate entities. 
It also explores WHDFKHUV¶ SHUFHSWLRQV RI WKH UROH RI VFKRRO KHDGV LQ WKH
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communication with parents and highlights the influence of power and politics within 
the school that structures communication practices with parents.  
5.1 Communication models or habitual patterns? 
The findings suggest diverse patterns of communication of teachers with parents, 
which highlight the significance of the role that the habitus plays in structuring 
SHRSOH¶VWKRXJKWs and actions. However, WKHWHDFKHUV¶practices were not in isolation 
from the respective field settings, rather the institutional habitus collectively shaped 
and influenced such practices. Moreover, given the culture and class dynamics in 
which public schools function, the perceptions and practices of the teachers about 
communication with parents depicted the important role that the habitus, capital and 
field plays in structuring individual and collective practices of the teachers.  
Whilst most participants generally appeared to have consensus on the basic forms of 
communication with parents, in some ways they held opposing views about their 
communication experiences with parents. These differences appeared grounded in the 
WHDFKHUV¶ LQGLYLGXDO KDELWXV DQG LQ VRPH UHVSHFWV LQ WKH SDUWLFXODU VFKRRO FXOWXUHV
which seemed to have been shaped, structured and influenced by the respective school 
heads. However, whilVWWKHVHWHDFKHUV¶SHUVSHFWLYHVZHUHFXOWXUDOO\HPEHGGHGLQWKHLU
contexts, it is worthy of mentioning that their experiences are shared cross-culturally 
with developed countries. In their research in Australia, Connell HW DO¶V (1982:53) 
portrayal of working-class families, and the description given by public secondary 
school teachers that working-FODVVSDUHQWV ODFNLQWHUHVW LQ WKHLUFKLOGUHQ¶VHGXFDWLRQ
also resonates with the experiences of the teachers I interviewed in Pakistan. Hence, 
given some of these similarities, the differences in culture and the associated 
dynamics of school structures governed and shaped the lives of all teachers involved 
in the everyday aspect of interaction and communication in schools, to which I now 
turn.  
5.1.1 The role of habitus in structuring practices 
To help support the discussion that follows and to provide some contextual 
background that may help illuminate the nature of relations of teachers with their 
students and indirectly with parents, photo 5.1 provides one pictorial representation: 
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Photo 5.1 A classroom in the RBS 
A look at the following two quotations, without a proper and deep understanding of 
WKHFRQWH[W ILHOG WKH\FRPHIURPPLJKWJLYHDQ LPSUHVVLRQ WKDW WKH³UHODWLRQVKLSV
between teachers and parents aUH IXQFWLRQDO´ &UR]LHU  DQG WKDW WKH
communication channels are structured around solid individual and institutional 
trajectories:  
We write to them, and ask students to tell their parents to visit school. We 
also make telephonic communication depending on the issue under 
FRQVLGHUDWLRQ 7KHQ WKH\ GR FRPH DQG GLVFXVV WKHLU GDXJKWHUV¶ LVVXHV
(Teacher UGS) 
Depending on the requirements of the situation, I either give a small chit to 
tell the student to ask his father to visit me in person or just ask the student to 
communicate orally my request for a visit to school. This has a better effect 
on students and their fathers then visit the school. (Teacher RBS) 
Yet, implicit in identifying the means of contacting parents (i.e. written letters or 
chits, through students and telephonic communication) is the structure and context of 
communication, which is not only influenced by the structure of school as a field 
itself but also by the individual habitus of the respective teachers themselves. In other 
words, the teachers did have (in their individual capacities) their own unique ways of 
sending messages to parents. However, the fact that given the impediments the 
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teachers had in schools (such as overcrowded classrooms, teaching workload, school 
environment etc.), much of the communication of teachers was deeply embedded in 
the institutional habitus and the structure of social transactions derived from the 
broader social settings. Therefore, in this sense much of the respective habitus and the 
practices of the teachers were regulated and in some ways reproduced by the 
respective field settings. This is what appears to come across from the quotation of 
one teacher from one of the rural schools: 
No, I do not have any provision for this. It is because I do not have a mobile 
[phone] nor do most of the fathers have who live in our village. So contacting 
parents through such means as mobiles, or telephone is not possible. The only 
means of contacting them is through chits or through face-to-face interaction. 
(Teacher RBS) 
7KHUH LVVRPHLQGLFDWLRQKHUH WKDW WKHUHVSRQGHQW¶VSHUVRQDORULHQWDWLRQDQGKDELWXV
VKDSHG ZKDW KH VDZ DV WKH µUHDOLW\¶ RU SUDFWLFH IRU PRVW IDWKHUV LQ WKH YLOODJH
+RZHYHU µUHDOLW\¶ LV D VXEMHFWLYH WHUP DQG SHRSOH GR WHQG WR VHH WKLQJV GLIIHUHQWO\
and share these accordingly, as one teacher in the same school spoke about using a 
mobile phone as a communication strategy for contacting parents: 
I would sometime call parents from my mobile while I am in my class to tell 
fathers that their child has not come to school. I have reformed many students 
by directly contacting their parents. I have telephone contact numbers [of the 
fathers] of most of those students who are troublemakers, are irregular in 
their attendance, or are not working hard in their studies. (Teacher RBS) 
The use of a mobile phone for contacting parents is a positive strategy for 
communication with parents, but in the respective context may be seen as 
problematic, both structurally and culturally. Its use may only be feasible in cases 
where a teacher knows some or many of the parents personally and has close ties with 
them. The use of a mobile phone was not a feasible and possible option for contacting 
parents because it occurred at the personal expense of an individual teacher and may 
disregard some of the culturally embedded sensitivities surrounding contacting 
parents. Moreover, whilst in rural schools contacting parents (usually fathers) did not 
seem to be a problem for teachers, as many of them personally or indirectly knew 
each other, some male teachers in the urban school shared their experience that calling 
parents at home using their own initiative may annoy some parents. They explained 
that culturally some parents get offended if a male teacher spoke to their female 
family members, which resulted in complaints against the teachers.  
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The indication here is that the teacher uses his mobile phone as a deterrent and a 
reformatory tool (as is evident from the above quotation), which, given the respective 
context, may have some ethical implications as well. In highly authoritative school 
and classroom environments, the way teachers communicate with parents in front of 
the students in the classroom may not only run the risk of them sharing some private 
information about a particular student, but it may also impact negatively on the 
behaviour of students. The important issue here is that the majority of teachers I 
interviewed or had discussions with indicated that communication with parents was 
usually non-existent, unless there were some chronic academic, behavioural or 
conduct problems with students, and the means for such contact would normally be 
the students themselves.  
 &RPPXQLFDWLRQ µFKDQQHOV¶ individually structured or institutionally 
determined 
Unlike the schools and the principals of the urban schools, both the male and female 
heads in the rural schools seemed to have a functional approach towards the affairs of 
their schools, which was evident from the data I gathered. They had been applying 
different strategies and measures to document and streamline the various activities of 
the teachers and to improve the learning experiences of their students. This was more 
so in the RBS, where the head had only been in the office for around two months. 
During this time, he had managed to initiate a number of registers for documenting 
the various activities and aspects of the school and classrooms (see Appendix I). 
Most importantly, he was working on a draft copy of a letter template for 
communication with parents (see Appendix J). The principal in the RBS therefore 
seemed to have an important influence on the teachers in the way they shared their 
experiences about the means of contacting parents:  
Our SULQFLSDO¶V UHTXHVW WR XV >WHDFKHUV@ LV WR VHQG OHWWHUV WR SDUHQWV [for 
informing them about WKHLUFKLOG¶VSURJUHVVDQGRWKHUUHODWHGLVVXHV@When 
there is no response to these letters then we ask someone [students] living 
nearby to ask parents of students in question to pay a visit to school. And 
when this does not work, then naturally, the student has to be punished or 
[he] will leave school because of the fear of punishment. (Teacher RBS) 
Whilst documenting the process and means of contacting parents becomes clear from 
the above excerpt, the teacher reveals an aspect of his habitus pertaining to punishing 
students as a strategy to make them call their parents to school. Although, the use of 
corporal punishment was officially banned in schools, it did not seem to be a problem 
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for most teachers (especially males), as is evident from the quotation above. Due to 
the cultural acceptability of the use of punishment to discipline children at home or in 
school, many parents did not see that as an issue and were in favour of its use, but 
only to a certain level (see Chapters Seven and Eight). This is a huge deterrent for 
students, and one of the causes of drop out of students from the public schools, which 
is reflected in the less than 30% µsurvival rate¶ [staying on right through to the final 
year of schooling] of students in the public schools in Pakistan (GoP 2003d). 
Concerning contacting parents, another teacher in the RBS shared the following 
perspective about the various aspects of communicating information to parents and 
the related dimensions of parental responses:  
For this, the channel is that we write a chit, which mentions the issues that 
needs to be communicated to parents. « This [note] is then given to a 
student who lives nearby to the home of that student for whose father the 
communication is meant. [This is done to avoid the child in question being a 
barrier in communication with parents.] Mostly, the father would not give 
any response. He [father] would take the note and despite being told about the 
school visit or to acknowledge the receipt of the note, he would keep the note 
and would noW FRPH (YHQ LI KH >IDWKHU@ SD\V D YLVLW ZH GRQ¶W VHH DQ\
improvement in the student, despite providing complete information about 
the issues concerning their child. (Teacher RBS) 
There is clearly a pattern here that illustrates the underlying dynamics that had 
VWUXFWXUHG WKH WHDFKHU¶V SUDFWLFHV DQGFRPPXQLFDWLRQZLWKSDUHQWV'HVSLWH VRPHRI
the apparent differences in the way the teachers expressed themselves in all the 
schools, there was a sense of collectivity of the habitus and the institutional habitus 
seemed to have a collective structuring influence over the communication practices of 
all teachers. Moreover, there was a clear sense of labelling parents as an uninterested 
party, without much acknowledgement of the role and the responsibility of the school 
DQGWHDFKHUVWKHPVHOYHV7KLVYLHZZDVFRPPRQLQPRVWRIWKHWHDFKHUV¶LQWHUYLHZV
both in the urban as well as in the rural schools. As I discussed above, this signified 
the structured role of the habitus of teachers and the structuring influence of the 
school and community over teachers. 
 &RPPXQLFDWLRQ ZLWK SDUHQWV µthere is no provision unless there is a 
SUREOHP¶ 
It became abundantly clear from the interviews of and discussion with teachers that 
communication with parents centred on some specific issues of children, which most 
of the teachers did not see as organised on institutional lines:  
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No, we do not communicate with them. There is no provision unless there is 
a problem with a child. With those students who are having some problem, 
we ask them to tell their parents to come to school. But they usually do not 
visit. (Teacher UGS) 
,ZRXOGFDOOPRWKHUVWRVFKRROZKHQ«DFKLOGZRXOG«IDNHYRPLWLQJWR
avoid their [examination] papers or would say that they have severe headache 
or just do it for fun... (Teacher RGS) 
I get telephone contact number of parents, if they have any. But usually we 
only call parents when there is a discipline problem, quarrelling or rowdy 
behaviour of their child. (Teacher UBS) 
This sets apart the perspectives of the teachers I introduced in the beginning of this 
section, and provides a contrasting dimension in the way different teachers viewed or 
VSRNH DERXW WKH VDPH H[SHULHQFH 7KLV DOVR VXJJHVWV WKDW WKH WHDFKHUV¶ KDELWXV
institutional habitus, and the overall field influence (of both the school and society) 
had an important role in structuring the individual practices of the teachers and their 
communication patterns with the parents. In other words, as is evident from the 
excerpts given above, communication with parents was not a priority, unless there 
was a serious issue or problem with a child. Moreover, this also establishes that the 
contact with parents seemed not structured, at least consciously, at a collective school 
level and thus was left to individual teachers to pursue in the way they deemed 
appropriate.  
However, whether it was due to their working-class status or education levels, most 
parents, whilst aware of the many benefits of visiting school did not see this as a norm 
or an obligation to communicate with the teachers of their children (see Chapter 
Eight). In my fieldwork, both in the urban and rural contexts, despite having obtained 
prior consent and confirmation of their participation, very few turned up for the 
interviews and focus group discussions. I had to change my plans and make contact 
again for further appointments. This did not mean that parents were not concerned 
DERXW WKHLU FKLOGUHQ¶V IXWXUH +RZHYHU PRVW WHDFKHUV ZHUH RI WKH YLHZ DQG PDQ\
parents also admitted this, as discussed in Chapters Seven and Eight) that parents 
UHOHJDWHG LVVXHV RI WKHLU FKLOGUHQ¶V HGXFDWLRQ WR WHDFKHUV 7KLV LQ (SVWHLQ¶V ZRUGV
represents and exemplifies separate spheres of influence between the home and school 
contexts (Epstein 1995).  
  217 
7KHXVHRIµFUHGLWVOLSV¶ 
In the RBS (and to some extent in the other schools as well), there appeared to be a 
form of contact between parents and teachers that relied on social capital within the 
UXUDO FRPPXQLW\ WR JHW WKLQJV GRQH DERXW RQH¶V FKLOGUHQ 7KH XVH RI µFUHGLW VOLSV¶
&ROHPDQ 6 VHHPHG WR EH DW ZRUN EHKLQG SDUHQWV¶ HQWUXVWLQJ WKHLU
FKLOGUHQ¶VUHVSRQVLELOLW\WRWKHORFDOWHDFKHUVDQGRWKHUSHUVRQQHORIWKHVFKRRO 
In distinguishing the forms of social capital, Coleman (1988) explains that in the 
structure of social relations people tend to do things for each other and in so doing 
HVWDEOLVK µREOLJDWLRQ¶ DQG µH[SHFWDWLRQ¶ RI HDFK RWKHU $ SHUVRQ ZKR KDV GRQH
VRPHWKLQJ IRU DQRWKHU SHUVRQ FDQ PDNH XVH RI WKDW IDYRXU DV D µFUHGLW VOLS¶ WR FDOO
upon in a situation where it may be needed. The favours may range from material to 
non-material credit slips, depending on the nature and context of the social situations 
LQZKLFKWKH\DUHKHOG,QDUXUDOHQYLURQPHQWWKHLGHDRIµFUHGLWVOLSV¶PD\KDYHGHHS
family and friendship associational value, where people may simply put the 
responsibility of their children on the people they know through various means. Thus, 
the responsibility would range from having a strict control over the child to resolving 
problems and disputes arising in school. One teacher explained the various aspects of 
such links with parents: 
Actually, our school is in a village where the environment is such that people 
[fathers] say [to me] that ³\RXDUH >ZRUNLQJ@ LQ VFKRRO VR\RXNHHSDQ H\H
[take care] on P\ FKLOG´ So all such responsibility of a child falls on the 
shoulders of those teachers and chowkidar [security guard/gatekeeper] who 
are from the local village. They say [to me], ³, KDYH OHIW >WKH
responsibility/affairs of] my child to you and you are responsible for him 
>FKLOG@´ Most of the time, the practice is that as the majority of parents do 
not come to school, their request is that if there is some problem regarding 
their child, I should try to solve it. (Teacher RBS) 
Here, although a teacher or other school personnel may not derive direct benefits from 
the µRXW-of-the-ZD\¶services they offer to parents and their children, they may reap 
the benefits in the form of clan solidarity or support in other indirect non-material or 
material forms, which may not be directly derived from the existing services for one¶s 
children. However, the assumption of adults that they hold a certain kind of moral 
REOLJDWLRQRUDµFUHGLWVOLS¶WRNHHSLQFKHFNWKHEHKDYLRXURIFKLOGUHQLQWKHLUYDULRXV
spheres of life may become a problem when a father whose child has been disciplined 
in any manner object to or confront the adult who has disciplined his child. This may 
lead to rivalries and serious consequences for the parties concerned. In the FGD at the 
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RBS, one teacher referred to an incident in which an adult from their village had 
stopped a child from some activity. This resulted in a feud, later involving firearms. 
This signifies the generally accepted notions of the taken for granted socially 
sanctioned responsibilities of disciplining children, which at times may lead to 
problems and misunderstandings that may have implications at a personal and mutual 
level.  
5.1.5 Section summary 
In summary, most teachers seemed to have an effective understanding of the various 
means of communication with parents. However, it was evident that most teachers 
cited various constraints (such as overcrowded classrooms, lack of resources) and 
their other professional engagements as hampering their communication with parents. 
In this sense, the communication of teachers with parents was deeply embedded in the 
institutional habitus and in the structure of social transactions that the teachers had 
embodied in their habitus from the broader social settings. Therefore, most teachers 
were of the view that communication with parents was non-existent, unless in very 
rare cases of some chronic academic, behavioural or conduct problems of pupils. 
Moreover, whilst most teachers made little contact with parents about very specific 
issues of children, it became apparent from the discussion that communication of 
teachers was individualistic and not organised along institutional lines.  
It also seemed apparent WKDWWKHWHDFKHUV¶KDELWXVLQVWLWXWLRQDOKDELWXVDQGWKHRYHUDOO
field influences had an important role in structuring reciprocally the individual 
WHDFKHUV¶ FRPPXQLFDWLRQDQGSUDFWLFHVZLWKSDUHQWV+RZHYHU WKHUHZDV DOVR VRPH
evidence that suggested that in the rural schools for some local teachers the use of 
µFUHGLWVOLSV¶XQGHUSLQQHGSDUHQWVHntrusting the various academic, social and personal 
responsibilities of their children. However, the findings appear to suggest that whilst 
µFUHGLW VOLSV¶ PD\ KDYH KDG VRPH SRVLWLYHV LQ WHUPV RI FODQ VROLGDULW\ DQG PXWXDO
acquaintance, its use by adults as taken-for-granted capital to discipline children either 
in school or outside in society may lead to problems and rivalries. In terms of 
comparisons of the schools, the findings suggest that though in most cases 
communication with parents was an individual matter of teachers, the heads in the 
rural schools fared well compared to their urban counterparts in school effectiveness 
and communication with parents. In this sense, the institutional habitus of the RBS 
was geared more towards policies of inviting and LQIRUPLQJ SDUHQWV DERXW SXSLOV¶
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various matters. I now turn to the communication dynamics of teachers to analyse 
more closely the underlying structures that shape and influence WHDFKHUV¶ interaction 
with parents.  
5.2 Communication practices: exploring structures within structures  
In the previous section, I discussed various communication practices or strategies of 
teachers with parents. In this section, I explore in detail various other factors that 
structure and influence the communication practices of WHDFKHUV 7KH WHDFKHUV¶ GDWD
suggest that for most teachers the structural and functional aspects of the school seem 
to affect their communication with parents. The participants also consider the issue of 
µPRFNSDUHQWV¶DQGJHQGHUGLIIHUHQFHVDVDVSHFWV WKat influence their interaction and 
communication with parents. Moreover, WHDFKHUV¶communication is also underpinned 
by implicitly determined and deeply embedded cultural nuances that shape and 
structure teachers¶LQWHUDFWLRQ with parents.  
5.2.1 The issue of resource, time, and workloadH[DPLQLQJWKHµFRQVWUDLQWV¶DQG
structures  
At the structural and functional level, most teachers were of the view that many in-
school factors determined and influenced the nature and extent to which they made 
contact with parents. The most mentioned of these were time and resource constraints, 
workload, and excessive number of students in the classroom. These experiences were 
shared across the board, i.e. both male and female teachers in both the urban and rural 
schools referred to the various issues as constraining their practices. However, there 
were differences in the way various teachers spoke about their experiences, which 
highlight the differences between their individual habitus and the respective 
institutional habitus in which the schools functioned.  
There was an XQGHUO\LQJGLPHQVLRQWRWKHSDWWHUQVRIWHDFKHUV¶UHVSRQVHV about their 
communication with parents. Many teachers therefore viewed the structural and 
functional constraints of the school as limiting factors in their communication with 
parents, which is better captured in the following quotation:  
Yes, I did initially solve some problems. But, [later on] due to time 
constraints, workload, lack of proper guidance [in contacting parents] and my 
teaching load of English and Mathematics, I did not have sufficient time to 
contact parents. Had the strength [number of students] been less in my class, I 
would have continued contacting parents. (Teacher UGS) 
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The issue of overcrowded classrooms and time constraints are limiting factors in the 
way teachers communicate with parents. However, the question here might be one 
involving systemic issues, which can be seen as deeply embedded in the structure of 
the school itself. There is an indication here that, as the institutional habitus seemed 
centred on some specific aspects of school life, contact with the parents was not 
considered possible or feasible and therefore implicitly considered as an auxiliary 
aspect. This could indicate that the structural and functional aspects of school shaped 
the individual and collective attitudes of teachers toward the issue of parental 
communication. Furthermore, the social and cultural climate of the school acted as the 
official and sometimes unwritten code of practice, obliging teachers to conform to its 
norms. Therefore, for many teachers to work individually or collectively to involve 
SDUHQWV LQ WKHLU FKLOGUHQ¶V DFDGHPLF DQG SHUVRQDO OLIH ZDV RYHUVKDGRZHG E\ WKH
structural and functional constraints of the schools.  
As I discussed above, the way the participants shared their perspectives about their 
practices had an underlying pattern. Many participants had a clear understanding of 
the importance of involving parents and communicating with them. However, the 
institutional habitus played aQLPSRUWDQWUROHLQVWUXFWXULQJWKHWHDFKHUV¶SUDFWLFHVDQG
shaping their habitus:  
Here, it again comes to the problem of individual attention to students. If we 
were to give individual attention to students, then problem identification and 
calling parents would have been smoother and hassle free. Because these 
things are not done in a proper order, everything goes unchecked. It is 
because of the excessive number of students that I cannot contact parents 
regarding academic issues of their children. What time would I be able to 
give to parents as I have got around 4 to 5 classes [to teach] a day? There is 
also an issue of space, where parents would be received and briefed about 
issues of their children. (Teacher UBS) 
Here again, student numbers and workload underpins the communication practices of 
the teacher. However, there is also a more subtle aspect mentioned here, which 
pertains to institutional habitus. The structure of practices of teachers and their 
justification for not being able to communicate properly with students and their 
parents not only revolved around the constraints they argued hindered their practices, 
but also the school structures and cultures were not oriented towards aspects or 
measures for involving or communicating with parents. In other words, there is an 
indication in the above quotation that despite having awareness about doing things in 
WKHµSURSHURUGHU¶WKHDFWLYLWLHVDQGSUDFWLFHVZHUHQRWRUJDQLVHGDVWKH\VKRXOGKDYH
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EHHQ DQG KHQFH WKH H[SUHVVLRQ µHYHU\WKLQJ JRHV XQFKHFNHG¶ In the UBS, many 
teachers whom I interviewed expressed their concern about the role that the school 
head played in the school as an administrator and leader. They argued that it was a 
political position/post, which was given to those people who were well connected 
with the officials in the Directorate. For these teachers this resulted in the head taking 
less interest in the school affairs and more interest in the affairs outside the school, 
which they argued affected the community and learning environment of the school.  
In a similar vein, another teacher in the same school, whilst outlining the mechanisms 
through which communication with parents was possible, referred to systemic issues 
as constraining their contact with parents:  
It is my personal experience, or you may call it observation that, parents 
usually do not make contact with schools±whereas [from the school¶V side] in 
the absence of the required facilities and resources, it is relatively less likely 
that schools may [initiate] contact or communicate with parents. Their 
>VFKRRO¶V@ RQO\ VRXUFH EHLQJ VWXGHQWV a [verbal] message is communicated 
only through them [to parents] in disciplinary matters or when some other 
bad thing happens to a child that prompts the school administration to contact 
parents. Contact with parents is non-existent on issues pertaining to academic 
deficiencies or attendance problems of students. (Teacher, FGD, UBS)  
Given the above assertion and the responses of other respondents, it seems evident 
that most teachers had developed a homogenised understanding of the parents and of 
theLUUROHLQWKHFKLOGUHQ¶Vschool life. For instance, as indicated in the above excerpt, 
most teachers saw parents as uninterested and thus homogenized them respectively. 
Moreover, whilst most teachers were clear about the nature of their communication 
with parents, they did not see that as an essential or important part of their regular 
practice. There is also an indication here that in the structure of the school culture and 
practices, communication with parents was generally not a well thought out and 
planned activity. In most cases, it would have been disciplinary or conduct related 
matters of the students that would make teachers communicate with parents. Many 
teachers therefore considered communication with parents along a scale, at the base of 
which they saw conduct and discipline matters of students and at the top the higher 
order academic and performance-oriented communication.  
There is also a more subtle issue concerning communication and interaction of 
teachers with students in the classroom and school. The important thing here to 
consider is the tone and manner of teacher-student interaction. In the study schools, 
whilst there were some differences between the patterns of interaction of female and 
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male teachers with their students, generally for most male teachers the patterns of 
WKHLU UHODWLRQV ZLWK VWXGHQWV ZHUH VWUXFWXUHG DORQJ D µPDVWHU-VXEMHFW¶ FRQWLQXXP ,Q
WKLV DUUDQJHPHQW WHDFKHUV VDZ WKHPVHOYHV DV µPDVWHUV¶ DQG ZHUH DVVXPHG WR ZLHOG
SRZHU DQG DXWKRULW\ ZKHUHDV WKHLU VWXGHQWV DV µVXEMHFWV,¶ ZHUH H[SHFWHG WR EH
obedient, unquestioning and uncritical. Thus, teacher power was not only uncritically 
FXOWXUDOO\VDQFWLRQHGEXWLWZDVDOVRGHHSO\HQWUHQFKHGDQGSHUPHDWHGLQWKHWHDFKHUV¶
habitus. In this regard, Khan et al. (2005:209) document five sources of teacher power 
LQ JRYHUQPHQW VFKRROV LQ 3DNLVWDQ WHDFKHUV IDFHKDYH ³OLWWOH WKUHDW RI ORVLQJ WKHLU
MRE´ ³OLWWOH RYHUVLJKW E\ HGXFDWLRQ RIILFHUV´ SURWHFWLRQ RI ³SROLWLFDO DXWKRULWLHV´ 
SURWHFWLRQ RI D ³WHDFKHU¶V [sic] DVVRFLDWLRQ´ DQG ODVWO\ ³YHU\ SRRU DQG XQHGXFDWHG
constituency of parents, which provides no threat or countervailing power´ ,W ZDV
also due to the perception of wielding more power and authority in their respective 
social spheres (especially in the school context) due to which most teachers saw most 
parents as submissive, unquestioning, and therefore weak in their interaction and 
relations with the school and teachers (see Chapter Six, Section 6.1 for related 
discussion).  
One example would help illustrate this point further, which would give some 
XQGHUVWDQGLQJDQGLQVLJKWLQWRWKHWHDFKHU¶VUROHLQWKHLQWHUDFWLRQG\QDPLFVDQGWKHLU
power and influence in school over students, which implied the use of authority 
without the fear of parental reprisal. During my fieldwork in the RBS, when I was 
with the principal in his office, a matter was reported back to him that involved a 
teacher and one of his 10th class students, who came from a poor family background, 
with his father working as a security guard: 
Some days previously, the teacher had punished the student because he did 
not have the required notebook. After the punishment, the student dared to 
reply that he was unjustly punished. The teacher saw this response as a 
challenge to his authority and pride. He in return punished the student more 
severely and expelled him from his class. The student later on pleaded for 
forgiveness but the teacher was adamant. The two teachers who were 
reporting the matter to the principal said that the teacher in question was 
making tall claims and was boasting about using his connections with the 
high-ups to settle things for himself. After this incident, the student was even 
ready to leave the school for good but the other teachers and the principal had 
been trying to settle the matter. The principal said to me that had it been the 
fault of the student, he would have punished and even expelled the student. 
However, he said that here we have a teacher who is behaving in a childish 
manner and that if he intervened personally the situation might get worse. 
The principal did not seem to intervene personally, probably to avoid 
confrontation. Then he instructed the other teachers to resolve the matter and 
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make the teacher understand his role and responsibility towards the school 
and students. (Field notes 02/12/06) 
As might be evident from the vignette above, the most surprising thing here is that, 
despite what appears to be the highhandedness of the teacher concerned, there was no 
mention of the role of the father and his involvement to query, or at least discuss, the 
incident in question. This might not only mean deliberate parental exclusion from the 
school life, but it also tells about the powerlessness of parents in the school affairs of 
their children, which seems to suggest that such actions were inscribed in the habitus 
of the agents involved. Also important was the manner in which the principal did not 
personally intervene and seemed to exert his influence indirectly through the 
mediating teachers most probably because of the power implications that would have 
VWUDLQHG WKH SULQFLSDO¶V DQG WKH WHDFKHU¶V UHODWLRQV ZLWK HDFK RWKHU and which may 
have had political repercussions. It seems to imply that, whilst the principal had only 
been posted in the school for a little more than two months, he clearly seemed to have 
µDIHHOIRUWKHJDPH¶E\UHVROYLQJVXFKLVVXHVLQGLUHFWO\WRNHHSKLVLQWHJULW\DQGIRU
avoiding outside political interference in his school. 
The example given above may have been one of the extreme cases of teacher-student 
interaction. However, given the prevailing constraints of schools and an authoritative 
institutional habitus, underpinned by the habitus of teachers and their respective social 
and cultural capitals, students and their families were not seen as positioned equally in 
most matters.  
Likewise, the way the teachers amplified the constraints surrounding their work 
patterns and the constraints of meeting and discussing issues with parents exemplified 
the role of habitus and the respective field influence of school in structuring their 
practices individually and collectively:  
«PHHWLQJZLWKSDUHQWVQHHGs WLPHVLWWLQJWRJHWKHUDQGZHKDYHQ¶WJRWPXFK
time and they cannot come later in the day. Even if they come later in the 
day, then I might not be able to give them proper time. I am busy attending 
classes in the morning « In an empty period [free class] I can give proper 
time to parents, but when I am busy and a parent visits me, we just talk about 
important issues. I also give advice to some fathers not to make their child 
work [do jobs] « (Teacher UBS) 
It was not only the school culture that had shaped and influenced the practices of the 
teachers, but also the class dynamics of the teachers, which resonated with their 
dispositions, played an important role in structuring the structures of their practices 
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collectively. The institutional habitus that evolved did not seem to focus on the 
students and their parents but on the processes and mechanisms that would ensure the 
communication and completion of the course contents. This was so because many of 
the teachers prioritised the importance of memorising the course contents by the 
students and the completion of their courses as the desired outcome of their work 
patterns.  
In a similar vein, as might be evident from the above quotation, most teachers seemed 
to have HPERGLHG WKH ³FRPSHQVDWLRQ µSDWKRORJLFDO¶ PRGHO´ %DVWLDQL 
Goode 1982:82) in their interaction with parents. As the teachers had a monopoly 
over matters of a professional nature, the working-class parents were therefore 
FRPSHQVDWHG IRU WKHLU µFXOWXUDO GHILFLW¶ µODQJXDJH GHSULYDWLRQ¶ HWF %DVWLDQL 
Goode 1982). Most teachers were of the view that generally parents considered them 
powerful, all knowing, and therefore better placed at teaching and guiding their 
children.  
Talk of a contact with parents also made some teachers to talk about it as a separate 
entity and mechanism, which required planning, documentation and thus involving 
constraints. Whilst there was an examination system in place in each school, the 
results of which most teachers said were usually sent home through the students 
themselves, for some teachers a coordinated and concerted effort to help a 
documented system for maintaining progress of students and communicating that to 
parents was not a workable option. One teacher effectively expressed this in the 
following words:  
We do not have any documentary procedure in place whereby we would send 
progress reports of students to their parents. There are many problems in 
keeping such a record system±time, space, maintenance constraints are 
involved. (Teacher UBS) 
The evidence here suggests that the workability of such a system entailed numerous 
constraints for the teachers and schools. This suggests that the working of the schools 
was structured along set patterns of practices, which were teacher-centred that 
considered curriculum delivery and finishing course contents as high on the agenda 
and high priority tasks. This was evident from most of the WHDFKHUV¶ LQWHUYLHZVDQG
discussions, in which they either referred to the subject load as constraints or saw 
their preoccupations in school as hindering their communication with parents. 
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Resultantly, for most teachers any mechanisms or alternatives suggesting a deviation 
from the set routine were seen as unworkable.  
7KHLVVXHRIµPRFN¶SDUHQWV 
Whilst there were other issues for which teachers would communicate with or send 
PHVVDJHVWRSDUHQWVVRPHWHDFKHUVLQWKHER\V¶VFKRROVUHIHUUHGWRYLVLWVRf unrelated 
SHUVRQV RU µPRFN¶ SDUHQWV DV DQ LVVXH ZKLFK LQYROYHG D PLQRULW\ RI VWXGHQWV ZKR
ZHUHGLIILFXOWWRKDQGOH,QRUGHUWRVDYHWKHLUµVNLQ¶DQGWKDWWKHLUSDUHQWVPD\QRWJHW
to know about their school problems, some students when constrained to call their 
fathers were said to be accompanied by people not related or directly related to them: 
No. [There are] no other sources of communication [with parents]. Students 
are the main commodity of their fathers with us, but asking students to call 
their fathers is an exercise in futility. Sometimes it has also happened that 
students would come along with someone unrelated and present that person 
as their father or brother. The principal being used to such tactics would ask 
IRUWKHLU>UHODWLRQ¶V@LGHQWLW\Wo prove their relation to the student. Thus such 
people, pretending to be the father and brother of a child would then make 
lame excuses [ID left a home, forgot to bring it etc.] to avoid being caught 
lying. (Teacher UBS) 
TKHSUHYDOHQFHRIµPRFN¶SDUHQWVZas an issue with those students who had chronic 
academic or most importantly conduct problems. Here there is a need to consider the 
structure of such transactions and their underlying dynamics. Many teachers in the 
interviews and discussions were of the view that since the public schools were 
catering to the working and poor class, there were always some students in every class 
(especially in the higher classes of 9th and 10th) who were delinquent in many 
respects. No matter what the teachers did, from giving corporal punishment and fines 
to warnings and the threat of expulsion, they would not reform. For such students 
involving their fathers was one way of reforming them. However, according to the 
teachers, as these students were the main contact between the home and school, they 
would adopt avoidance strategies so as not to involve their fathers in school matters. 
Such students would not involve their fathers in their school problems and some of 
WKHPZRXOGXVH µPRFN¶SDUHQWV6RPH WHDFKHUV LQ WKH8%6VDLG What some students 
were even found to have paid money to a street vendor to accompany them and pose 
as their parent, guardian, or brother.  
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Photo 5.2 Street vendors  
The underlying practices and strategies of many teachers and the principal in the UBS 
LQVXFKLQVWDQFHVWKHUHIRUHVHHPHGWRKDYHFHQWUHGRQWKHLUµKDUG¶µWULHG¶DQGµWHVWHG¶
LQYHVWLJDWLYH WHFKQLTXHV ZKLFK UHTXLUHG WKH VWXGHQWV WR FRPSO\ ZLWK WKH VFKRRO¶V
regulations, which in many cases would result in various forms of punishment. In this 
sense, the institutional habitus mirrored the broader culture that prevailed outside the 
school boundaries that had an important role in structuring the habitus of the agents 
and their communication dynamics in school. The role of the PE instructors therefore 
LQ WKH ER\V¶ VFKRROV EHVLGHV WKHLU RWKHU SURIHVVLRQDO GXWLHV LQFOXGHG PDLQWDLQLQJ
discipline and administering punishment. The following entry from my field notes 
provides DGHVFULSWLYH DFFRXQWZKLFK LQYROYHG D VWXGHQWZKRZDV µFDXJKW¶XVLQJD 
mobile phone in the lavatories: 
$WWKHWLPHRIOHDYLQJWKHVFKRRO,QRWLFHGDVWXGHQWLQWKHSULQFLSDO¶VRIILFH
pleading to the principal about something, whilst at the same time 
continuously crying. I could not gather what it was [about]. When I asked the 
principal about the class the child was studying in, he replied that he was in 
the 7th class. A little later, the PE instructor entered the office, having a stern 
look and appearance, holding a big cane in one of his hands. By that time the 
child, who ZDV VHQW RXWVLGH WKH SULQFLSDO¶V RIILFH DOVR HQWHUHG ZKLOVW VWLOO
continuously crying. The PE instructor showed the principal a small mobile 
phone and said that the student was caught using it in a toilet. The child kept 
on crying. Both the principal and the PE instructor kept saying to the child to 
ask his father to visit school [in connection with this matter]. But the child 
ZRXOGQRWJRDQGNHSWRQFU\LQJ,WKHQOHIWWKHSULQFLSDO¶VRIILFHZLWKPDQ\
questions unanswered. (Field notes, 05/09/2006)  
This field note might give some insight and understanding into the field dynamics and 
structure of the school practices. However, the issue here is also one that is deeply 
embedded in the class status of the teachers and students, involving differences in the 
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use and appropriation of varying forms of social and cultural capital. More simply, 
this was a clear example in which the student did not possess any power to discuss or 
plead his case, except to cry in order to influence the PE instructor and the principal. 
Moreover, in so doing, the principal was of the view that the child wanted to avoid his 
IDWKHU¶V LQYROYHPHQW LQ WKLV LVVXH DV WKDW ZRXOG KDYH PHDQW PRUH WURXEOH DQG
punishment for him. This is problematic since this reveals that both the teachers and 
parents considered students as problems and did not address the actual problems the 
students faced or got into. This may have been one of the reasons, why some students 
did not want to involve their parents in their school issues. Some teachers in the RBS 
also alluded to such parental avoidance strategies of some students, through which 
such students were said to involve unrelated persons in their school affairs:  
« And when I press for their visit, they [students] would be accompanied to 
school by someone unrelated out of the neighbourhood, after we investigate 
their affiliation « (Teacher RBS) 
Most of them [parents] are farmers and there are some [parents] that work in 
government services in ancillary [mostly manual] jobs, as peons, gardeners, 
security guards and clerks. Whenever you ask students for their fathers to 
YLVLWVFKRROWKHLUUHVSRQVHZRXOGEHWKDWµmy father is gone for his job,¶RU
µP\IDWKHULVDIDUPHUDQGLVJRQHto the ILHOGV¶:KHQVXFKVWXGHQWVIHHOWKDW
they are obliged to call their fathers, then they would be accompanied by 
unrelated persons and would say, µWKLV LV P\ EURWKHU DQG KH ZLOO JLYH
guarantee that I will not do a such-and-VXFKWKLQJDJDLQ¶,QVXFKways, they 
would [try to] get out of their crisis. (Teacher RBS) 
As I discussed above, the number of students involved in such practices was 
considerably small and such instances of the students involving others, other than 
their parents, were rare. However, the implication of the teachers that this was an 
issue indicates that the institutional habitus and the habitus of all stakeholders 
LQYROYHGZHUHDOVRSUHGLVSRVHGWRVXFKSUDFWLFHVRIµPRFN¶SDUHQWVDQGWKDWLQYROYHG
maintaining order and discipline and other functional matters of the school.  
7KHLVVXHRIJHQGHUGLVSDULW\µgLUOVJLYHQOHVVLPSRUWDQFH¶ 
,QERWKWKHXUEDQDQGUXUDOJLUOV¶VFKRROVIHPDOHWHDFKHUVZHUHYHU\FOHDUWKDWJHQGHU
disparities existed for girls, in both the home and school contexts. Most of the 
teachers were of the view that girls were treated less favourably compared to boys. 
For them the social and cultural traditions, underpinned by the patriarchal norms and 
customs, favoured boys more as they were perceived as a source of earning and 
support, and girls as an economic liability. This in turn influenced parental 
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dispositions and their communication dynamics with the school. Although both boys 
and girls faced many overlapping issues in their respective school contexts, which 
pertained to the structural and functional aspects of the schools and those that 
involved their home and parental constraints, girls were at a disadvantage in many 
ways: 
« mothers and fathers in the poor [and working] class give less importance 
to their daughters. They would ask about their sons but not about their 
daughters. (Teacher UGS) 
The above assertion resonates with the findings of a number of studies on gender 
disparities for girls in public school education in Pakistan (e.g., Aslam & Kingdon 
2008; Filmer 1999; Levine et al. 2008; Sawada & Lokshin 2001). The disparities for 
girls can be non-material (i.e. less importance, care and love) and material (i.e. 
educational expenditure and other provisions). For instance, Aslam and Kingdon 
(2008:2588) found significant pro-male bias in educational expenditure as a within-
household phHQRPHQRQZKLFKWKH\DUJXHH[LVWEHFDXVHRI³GLIIHUHQWLDOODERXUPDUNHW
UHWXUQVWRHGXFDWLRQIRUPDOHVDQGIHPDOHV´6DZDGDDQG/RNVKLQDOVRIRXQG
that social class and occupation of parents affect educational investment decisions for 
girls in Pakistan. Moreover, Aslam and Kingdon (2008:2587) argue that gender 
disparities in education and schooling outcomes for males and females in Pakistani 
KRXVHKROGV³DUHPRUHVWURQJO\GLVFHUQLEOHLQ%DORFKLVWDQ1:)3DQG)$7$DQGLQ
UXUDO DUHDV´ RI 3DNLVWDQ 7KHUe is a pattern here, which suggests that in Pakistan 
³JHQGHUGLVDGYDQWDJHLVVPDOODPRQJWKHULFKEXWTXLWHODUJHDPRQJWKHSRRU´)LOPHU
1999:19). Given that the social class and occupation of parents determine the type of 
schools children go to (Sawada & Lokshin 2001), most teachers in the interviews and 
discussions therefore viewed the notion of public school education as predominantly 
for the working-class and poor.  
The findings also reveal that most female teachers saw mothers as a homogenous 
group. MDQ\ RI WKHP GHVFULEHG PRWKHUV¶ UROH LQ WKHLU GDXJKWHUV¶ HGXFDWLRQ LQ VXFK
words:  
They [mothers] are so busy in the home that they do not want to go out. 
When there is some issue or problem with a student or there is some function 
[programme], which would require the mothers¶ presence, their response is 
usually negative, even when students are strictly told to communicate our 
message to their parents. Mothers mostly being uneducated are usually 
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unaware of their daughters needs; whether they should enquire about how 
their daughters are coping in school. (Teacher UGS) 
7KLV VXJJHVWV WKDW PRWKHUV¶ LQWHUDFWLRQ DQG FRPPXQLFDWLRQ ZLWK WKH VFKRRO ZDV
constrained by their home environment and engagement patterns, which was 
implicitly determined by their educational levels and cultural constraints. Likewise, 
for the teachers in the RGS, the patterns of gender issues for girl students were not 
much different: 
6RPH VWXGHQWV VD\ WKDW ZKHQ WKH\ JR KRPH WKHLU PRWKHU ZRXOG VD\ ³\RX
have spent all day at school [reading and studying] and are now doing the 
VDPHDWKRPH´6RWKH\VD\WKDWWKH\GRQ¶WKDYHWLPHWRGRWKHLUKRPHZRUN
at home. I tell them that I am aware of these issues and that is why I ask 
many of the mothers to come to school after their daughters fail the exams 
DQG GLVFXVV ZLWK WKHP WKHLU GDXJKWHUV¶ LVVXHV « 6RPH VWXGHQWV KDYH
financial problems and face the risk of leaving school. I try to discover such 
students who may be around 10-15 in number in each class. They come from 
extremely poor families. (Teacher RGS) 
In addition to their teaching experience with students, most female teachers seemed to 
have a thorough understanding and experience of the underlying dimensions of 
gender disparities for girls in their various contexts. This could be because they 
themselves had gone through similar or related experiences during their childhoods 
and at various stages of their lives. For most of the female teachers, there was not only 
a personal reflection concerning the gender inequalities in education, but they were 
also more empathetic towards their students, as is evident from the above quotation. 
This was more particular in the case in the RGS, probably because of the institutional 
habitus developed and maintained by the head due to which most teachers mentioned 
that they were more involved in solving the problems of their students. 
µ3HUVRQDOLQWHUHVW¶DVDFRPPXQLFDWLRQSUDFWLFH 
,QWKHER\V¶VFKRROVHVSHFLDOO\DSDUWLFXODUSDWWHUQRIWHDFKHUV¶FRPPXQLFDWLRQZLWK
parents became evident, involving teachers using their position to get some personal 
favours done through the parents of students. Whilst this was not a general trend, 
many teachers referred to such patterns of communication of other teachers in their 
schools. Given that parents have their children studying with teachers in the school 
and due to the cultural desirability of respecting teachers and submitting to their 
DXWKRULW\ LQPDQ\ZD\VSDUHQWVZRXOGEHPRUH WKDQZLOOLQJWRKHOSWKHLUFKLOGUHQ¶V
teachers in their personal problems, when asked by their FKLOGUHQ7KHXVHRIDµFUHGLW
VOLS¶&ROHPDQDVRQHRIWKHIRUPVRIVRFLDOFDSLWDOZRXOGEHDWZRUNKHUHDV
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the teacher would in turn be obliged to give more attention to those students whose 
fathers would have helped them in their personal issues or problems:  
However, [in a way of confessing ones faults] when we have a problem 
concerning our gas or electricity bills, then we are very keen in locating those 
students whose fathers work in the gas or electricity departments. [About 
such students] we do know a lot of their details and keep a record of their 
telephone numbers as well. [Teachers are laughing!!!]. We cannot tell only 
lies here, some truth needs to be talked about as well! (Teacher, FGD, UBS) 
In the more advanced Western cultures and societies, one might question the nature of 
such a W\SHRIWHDFKHU¶VFRQWDFWQRWRQO\DVXQDFFHSWDEOHEXWDOVRDVKLJKO\XQHWKLFDO
However, given the Pakistani cultural context and the social class of teachers, such 
practices for some or many teachers may not only have been inscribed in their 
habitus, and therefore seen as justified and permissible, but the only way of 
alleviating their problems and saving money at the same time. The fact that the 
specific interests of some teachers make them communicate with parents or fathers 
questions their claims in which they always complained that they could not find time 
to connect with the families and parents.  
5.2.5 Cultural nuances in communication practices 
For many teachers there were underlying cultural underpinnings of making contact 
ZLWKSDUHQWV)RUVRPHWHDFKHUVWKHUHIRUHFRPPXQLFDWLQJZLWKWKHLUVWXGHQWV¶KRPH
was shrouded in mistrust and cultural sensitivities: 
No, there is no such system in place. Neither they [students] would ask their 
fathers to visit school nor would I ask them [to call their fathers to school]. If 
I do so, fathers may think what purpose is behind him calling me to school. 
The problem is that the social mindset is such that people may think that the 
teacher might be in need of something or there would be something else of 
the WHDFKHU¶VSHUVRQDOQDWXUH7HDFKHU8%6 
This might indicate that the practices of the teachers and parents had predefined 
boundaries, which none of the parties concerned was supposed to cross. This might 
also show that the school practices and education had a specific scope and limit and 
thus some teachers did not consider engaging with parents more closely because of 
the perceived cultural constraints.  
In a similar vein, for some teachers therefore, communication with parents was more 
than a systemic issue that involved cultural sensitivities of talking to females: 
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,GRQ¶WKDYHDQ\RIILFLDODOORZDQFHIRUJHWWLQJLQFRQWDFWZLWKIDWKHUVWKURXJK
the telephone « if I contact the fathers through my own resources, they may 
become suspicious as to the purpose of the contact and making telephone 
calls to home could be a source of problems for us. Sometimes female 
members of the house may attend to the call and thus could question the 
nature of the contact. It has happened in schools that teachers have contacted 
homes of their students and [school] disciplinary actions have been taken 
against them about such contacts. « Even our principal has been contacted 
by fathers that such and such teachers are contacting us [parents] by phone 
and they should not be doing so. (Teacher UBS) 
Whilst this would have been an issue for some teachers, as telephonic contact with 
parents was not usually the norm, rather students themselves were considered as the 
most common way through which teachers communicated with parents, when and if 
they needed to. However, principals were better placed to communicate telephonically 
ZLWKSDUHQWVSURYLGHGWKH\KDGWKHSDUHQWV¶FRQWDFWGHWDLOVDQGWKHVLWXDWLRQUHTXLUHG
so. Here, the issue of school culture had an important role, because it would be the 
principal and the teachers who would set a particular tone, either individually or 
collectively, for working, interacting and dealing with parents. Associated with these 
issues was the potentially negative social and cultural connotation of contacting 
people (especially females) in the home of students. Since it is culturally undesirable 
for the unrelated males to have a conversation with unrelated females and vice versa, 
it was therefore not expected that male teachers would contact the home of students 
frequently. The above excerpt clearly states this sensitive issue and the perils of such 
a contact. Given the various problems of both the school and home, the lives of the 
stakeholders involved therefore were on oppRVLQJ FRQWLQXXPV ,Q (SVWHLQ¶V
(1995:702) words, this represented ³separate spheres of influence´ where the 
institutional habitus of the school operated a policy of non-interference in the affairs 
of the home and saw some specific roles and responsibilities as part of its structure 
and function. This is the area, I now want to explore and discuss further in Section 5.3 
that follows.  
5.2.6 Section summary 
In this section, I explored the communication practices of teachers with parents in 
more detail by considering a number of themed topics. In considering communication 
with parents, for most teachers many in-school factors determined and influenced the 
nature and extent to which they made contact with parents. For the teachers, time and 
resource constraints, teaching load and overcrowded classrooms were the main and 
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often cited factors that they argued did not permit them for having any contact with 
parents. In this sense, the teachers saw the structural and functional constraints of the 
school as limiting factors their communication with parents. What this implied is that 
in most cases the school structures and cultures were not oriented towards the various 
aspects and measures through which effective communication with parents could have 
been made. Whilst for most teachers communication with parents did not appear to be 
an essential or important part of their regular practice, what appeared evident was that 
IRU PRVW RI WKHP WKH LQVWLWXWLRQDO KDELWXV KDG VWUXFWXUHG WHDFKHUV¶ dispositions in a 
way that they had developed a homogenised understanding of the parents and of their 
related aspects and practices of school communication. In this sense, most teachers 
VHHPHGWRKDYHHPERGLHGWKH³FRPSHQVDWLRQSDWKRORJLFDOPRGHO´*RRGHLQ
their interaction with parents.  
Communication practices and experiences of the male teachers with parents also 
revealed an aspect of parent-teacher relations and contact in which a minority of 
problem students, in order to avoid the direct involvement of their fathers in their 
VFKRROSUREOHPVZRXOGUHVRUWWRWKHXVHRIµPRFN¶SDUHQWV7KHSUHYDOHQFHRIPRFN
parents was an issue with those students who had chronic academic or more 
importantly conduct problems. However, the institutional habitus and the teachers 
were predisposed to such practices of mock parents and such issues were investigated 
accordingly. For most female teachers the issue of gender disparities for girls in 
education generally and specifically for parent-teacher interaction and communication 
existed more compared to boys. For most of them, girls were treated less favourably 
compared to boys because of the social and cultural traditions that underpinned the 
patriarchal societal norms in which boys were perceived as a source of earning and 
support and girls as an economic liability. For most of the female teachers, PRWKHUV¶
communication with the school was constrained by their home environment and 
engagement patterns that were implicitly determined by their educational levels.  
Whilst most teachers rarely communicDWHGZLWKSDUHQWV µSHUVRQDO LQWHUHVW¶ RI VRPH
teachers as a strategy of communication with some parents involved teachers finding 
about those parents who could solve their personal problems. This involved some 
teachers using their position to get some personal favours done through the parents of 
their pupils. In such instances, many parents would reciprocate to such teachers 
because of the cultural desirability of respecting teachers and submitting to their 
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authority. For some teachers, however, communicatLRQ ZLWK WKHLU VWXGHQWV¶ KRPH
entailed cultural nuances, which were shrouded in mistrust and cultural sensitivities. 
Some teachers thought that if they contacted parents, parents would think that the 
teacher would be in need of something or wanted some personal favours. However, 
some other teachers considered communicating with parents in their home by 
telephone as culturally sensitive and inappropriate if they talked to the females at 
home, which in some cases resulted in complaints against some teachers.  
5.3 Institutional habitus and communication practices 
In this section, I present findings that have shown the role of institutional habitus in 
VWUXFWXULQJ DQG LQIOXHQFLQJ WHDFKHUV¶ KDELWXV DQG SUDFWLFHV LQ WKH YDULRXV VFKRRO
contexts. The data suggest that institutional habitus structures and gives a collective 
tone to the practices of teachers and various aspects of school life. The experiences 
WKDW WKH WHDFKHUV VKDUHG VXJJHVW WKDW LQVWLWXWLRQDO KDELWXV LQIOXHQFHV WHDFKHUV¶
perception of parental presence in school, sets the tone for the way parents are 
UHFHLYHGDQGLQWHUDFWHGWRDQGXQGHUSLQVWHDFKHUV¶KDELWXVWRVHHVFKRRODQGKRPHDV
separate spheres of influence. The data also suggest that teachers, heads, and politics 
could have a role in forming and influencing institutional habitus, which in turn affect 
the quality of practices in schools.  
0HHWLQJSDUHQWVDQµDOLHQWKLQJ¶ 
Much of what most teachers talked about meeting parents centred on the various 
constraints they faced in school, which they argued hampered their practices and 
interaction with parents. This collective understanding of the teachers of their 
constraints and practices underpinned the institutional habitus of the schools. The 
resultant practices were therefore seen in the light of the field dynamics of the school 
WKDW GHWHUPLQHG PXFK RI WKH WHDFKHUV¶ KDELWXV DQG SUDFWLFHV ,Q WKLV VHQVH WKH
LQVWLWXWLRQDOKDELWXVUHSUHVHQWHGD³FRPSOH[DPDOJDPRIDJHQF\DQGVWUXFWXUH´5HD\
et al. 2005), which was instrumental in shaping and influencing the practices of 
teachers and their opinions about these practices. The main argument of most teachers 
was that they were not satisfied with the facilities they were working with and within 
their professional commitments, which they said rarely left them with any time to 
pursue issues of the children and to accommodate parents in the school. Whilst the 
various constraints did seem to have a major role in the structure and functioning of 
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the schools, the fact that the institutional habitus of the schools was collectively 
oriented towards some specific aspects of school life meant that meeting parents did 
not generally constitute a part of the school functionality. This led to many teachers 
arguing that meeting parents was not the norm and some maintained that teachers saw 
WKLVDVDQµDOLHQWKLQJ¶2QHWHDFKHUDUWLFXODWHGWKLVZHOO 
Had there been any provision for inviting parents to school, at least once in a 
year, we would have held a meeting with parents of children of various 
grades at different times of the year. Furthermore, had there been sufficient 
time [allocated] and [relevant] facilities provided, then neither we [teachers], 
nor they [parents/mothers] would have considered meeting each other to be 
an alien thing. We would have known that there would have been a problem 
RU DQ LVVXH DQG WKDW¶V ZK\ VRPH PRWKHUV KDYH FRPH WR VFKRRO 7HDFKHU
UGS) 
The sense we get here is that meeting parents was not a structured component in the 
general format of the school procedures. As has been highlighted in the quotation 
above, most teachers acknowledged the importance and need of parental visits to 
school. However, the field dynamics of the schools structured and functioned in a way 
that parents were not seen as having any role in the school life, nor did most parents 
themselves take any role in the school affairs apart from sending their children to 
school (see Chapters Seven and Eight). From these findings, it seemed that there 
was some general understanding or implicit acknowledgement of keeping parents at 
some distance. This resulted in an expectation amongst teachers of parental non-
interference:  
And I say that, when someone suddenly appears in school, then it looks very 
VWUDQJH:H>WHDFKHUV@ZRXOGWKLQNWKDW³EHFDXVHZHZRXOGQRWKDYHKHOGD
meeting nor would be in the know-how that a student has a problem or would 
have sent someone [after them for a visit to school] or we would have given 
DQ\ZDUQLQJWRDVWXGHQWWKHQZK\DUHWKH\LQWHUIHULQJ>LQRXUZRUN@´>8SRQ
HQTXLU\@PRWKHUVZRXOGVD\WKDW³P\GDughter is ill and I want to take her to 
the GRFWRU´ RU WKH\ ZRXOG VD\ WKDW ³VRPHRQH KDV GLHG DQG WKHLU GDXJKWHU
QHHGVWRJRZLWKWKHPWRWKHYLOODJHRUWRWKHKRPHWRORRNDIWHUWKLQJV´:H
then let such students go with their mothers. For such mothers, [as they are in 
a hurry,] they do not have to sit [and wait in a room] and quickly leave the 
school. However, there are [some] private schools where parents are invited 
DIWHU HYHU\  PRQWKV RU  PRQWKV IRU D PHHWLQJ DERXW WKHLU FKLOGUHQ¶V
progress. Thus both teachers and parents are aware of what they specifically 
have to do when they meet up with each other. (Teacher UGS) 
Indeed, there were mechanisms and procedures in place in all the schools, through 
which the principals or senior teachers would deal with the issues and concerns of 
parents visiting the school. However, the schools generally did not offer a welcoming 
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environment for parents and for some teachers the mere presence of the parents on the 
school premises meant that there was a problem. As might be evident from the 
quotation above, the focus of the schools was mainly on issues and aspects of students 
WKDW HQWDLOHG WKH PDQDJHPHQW DQG SUDFWLFDO DVSHFWV RI WKH VFKRROV¶ IXQFWLRQDOLW\ ,Q
other words, the schools were oriented towards tasks and practices that required 
VWXGHQWV¶FRPSOLDQFHZLWKGLVFLSOLQHDQGPDLQWDLQLQJRUGHU 
The institutional habitus was also influenced by a number of other factors such as the 
VRFLDO FODVV RI SDUHQWV DQG LQIUDVWUXFWXUH RI WKH VFKRROV HVSHFLDOO\ LQ WKH JLUOV¶
schools.  
 
3KRWR5*67HDFKHUV¶6WDII5RRP 
7HDFKHUV LQ WKHJLUOV¶VFKRROVDSSHDUHG to be not satisfied with the facilities in their 
schools and especially of their staff rooms. In the UGS, some teachers explained that 
they did not have proper chairs for use in their staff room. They said that during break 
time, teachers sat on desks. This may have affected their self-esteem and 
personalities. In the RGS, the facilities in the staff room were very basic, as is evident 
from the photo above. Apart from the physical provisions and space issues, the 
students and teachers in the RGS had to endure the noise of the aircraft that landed or 
took off quite frequently from the runway of the airport, which was close to the school 
building.  
Many teachers in all the schools were also of the view that, as most parents came 
from a working-class background, they did not have the required understanding and 
awareness of how to interact and when to interact with the teachers in the school. This 
seemed to have an influence on structuring the attitude of teachers towards parents.  
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7KHLVVXHRIµUHVSHFW¶DQGµVXSSRUW¶IRUSDUHQWV 
)URP WKH UHVHDUFK GDWD DQ DVSHFW RI WHDFKHUV¶ LQWHUSHUVRQDO UHODWLRQV ZLWK SDUHQWV
emerged which centred on the issue of µrespect¶ and µsupport¶ for parents. Some 
teachers were of the view that because of the attitude of some teachers, parents get 
discouraged to interact with them: 
Another reason is that, even when a father comes to school, normally our 
teachers±due to their lack of awareness, or because of not knowing the 
importance of parental visits±do not properly welcome them. Or when fathers 
come and they are not given the progress report of their children in a proper 
way±not only by the Form Master but also by other subject teachers±then 
[when such fathers are not properly welcomed] they get discouraged and next 
time they do not come. (Teacher, FGD, UBS) 
The institutional habitus seemed structured around and reflected the prevailing social 
class and culture issues of the society in the school life, which filtered down to and 
mirrored in the behaviours of teachers (Reay 1998a; Reay et al. 2005 referring to 
McDonough 1997). This meant that whilst there was a general pattern that all teachers 
followed, the individual differences in and between the teachers positioned them to 
employ their own strategies of dealing and interaction with the parents who visited 
them. Here again the interpersonal relations between the teachers and parents 
depended on a number of factors, such as the social class of parents, and whether they 
knew the teachers they were visiting.  
2QH LPSRUWDQWSRLQWZKLFKEHFDPHDSSDUHQW IURP WKH WHDFKHUV¶GDWD DQGDOVR IURP
WKHSDUHQWV¶GDWDZDVWKDWWKHPDMRULW\RISDUHQWVZKRYLVLWHGWKHVFKRROVHLWKHUNQHZ
the principals or teachers themselves or through some of their acquaintances. This 
gave the parents WKH µFUHGLW-VOLS¶ that they used to help address their issues and 
concerns. Many teachers were of the view that a very small number of parents visited 
school without having any association with any teachers. In such cases, some teachers 
said that when such parents felt that they were not valued or treated well they felt 
discouraged from future visits to school. However, such cases were very rare, since 
parents only visited their childreQ¶VVFKRROZKHQWKHUHZDVVRPHVHULRXVPDWWHURULQ
FDVHRIWKHLUFKLOGUHQ¶VIDLOXUHLQH[DPLQDWLRQVHHChapters Seven and Eight).  
+RPHDQGVFKRROµsHSDUDWHVSKHUHVRILQIOXHQFH¶ 
)RUPRVWWHDFKHUVLQERWKWKHER\V¶DQGJLUOV¶VFKRROVWKHUHZDVFlearly a sense of an 
understanding and acknowledgement that school and home had µseparate spheres of 
influence.¶ This meant that the institutional habitus had positioned or conditioned 
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WHDFKHUVWRµUHVROYH¶RUµPDQDJH¶LVVXHVRIFKLOGUHQZKLFKPDQ\WHDFKHrs saw as their 
responsibility, without involving families or parents. There was therefore a strong 
sense among many teachers that portrayed ³VHSDUDWH VSKHUHV RI LQIOXHQFH´ (SVWHLQ
1995:702) between the school and home. The underlying justification of this was not 
only the institutional habitus but also an established and consensual cultural 
understanding on the part of parents who regarded teachers with deference and acting 
µin loco parentis¶7KLVLVZKDWVKDSHGWKHKDELWXVRIPDQ\WHDFKHUV, who seemed to 
share the following understanding:  
No, well in such issues home is not involved. So far as classroom issues are 
concerned we try to resolve them in school. We do not let a student tell his 
father or brother about the classroom problem of either being beaten-up or 
bullied by another student. We ask them [such students] not to talk about 
such issues at home and inform us [teachers] of what problems they face: If 
we [teachers] cannot solve such issues, our principal would be able to tackle 
your >VWXGHQWV¶@ school related problems. (Teacher UBS) 
One might consider here the context in which such situations are enacted on a daily 
basis in the classroom and school where the institutional habitus is preconditioned to 
practices and behaviours that are structured around the various constraints teachers 
claim to face and the social class of students. Moreover, one might also consider here 
WKHIDFWWKDWDVSDUHQWDOYLVLWVWRVFKRROZDVDQ³H[FHSWLRQ´UDWKHUWKDQa norm (Khan 
et al. 2005:208) most teachers focused more on such activities as completing their 
course contents, maintaining order and discipline and managing their classes. For 
most teachers therefore the possibility of contacting parents did not seem to be of 
much help in their work or in the academic or personal improvement of their students.  
µ(GXFDWHGLJQRUDQFH¶DQGµVHOILVKPRWLYHV¶" 
MDQ\WHDFKHUVHVSHFLDOO\LQWKHER\V¶VFKRROVZHUHRIWKHRSLQLRQWKDWGHVSLWHWKH
understanding and awareness of the importance of parental involvement and visits to 
school, some teachers only made contact with those parents whom they considered 
would help them solve their personal problems. In the FGD in the UBS, one teacher 
revealed such a type of contact with parents:  
So far as in private schools, teachers have a record of phone numbers of all 
their students. My children are in a private school and whenever they miss 
their school due to illness, injury or some other issue, the teachers and school 
enquire about the reasons of their absence. In the government schools, people 
[teachers] do not bother much about these issues such as recording the 
telephone numbers of their students [for contact with parents]. However, [in a 
way of confessing ones faults] when we have a problem concerning our gas 
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or electricity bills, then we are very keen in locating those students whose 
fathers work in the gas or electricity departments. [About such students] we 
do know many of their details and keep a record of their telephone numbers 
as well. [Teachers are laughing!]. We cannot tell only lies here: some truth 
needs to be talked about as well. (Teacher, FGD, UBS) 
Some aspects are worth discussing in the context of the above excerpt. It became 
abundantly clear from the data and my fieldwork experience that most teachers had 
their children admitted to a private school, which is also mentioned in the above 
quotation. Most teachers therefore preferred private education for their children, 
compared to public education even though it was free. This also meant that the 
teachers had sufficient income to afford private education for their children, unlike the 
predominantly working-class parents who sent their children to public schools. The 
principal of the RBS and some teachers remarked that since the teachers themselves 
knew about the low standard of their teaching and the constraints, which influenced 
the quality of school life, they did not want to educate their own children in public 
schools.  
Here in the above excerpt, the teacher is well informed and knowledgeable about the 
instances and strategies that private schools use to communicate with parents, but 
acknowledges that this is not the norm in public schools. This means that, although 
teachers were aware about the benefits of parental visits, they did not consider 
adopting such strategies as the institutional habitus was not oriented to such practices 
and they themselves felt constrained to make any contact with parents.  
An interesting and somewhat astonishing factor is the statement of the teacher in the 
quotation above in which he claims to show keen interest in locating and contacting 
those students whose parents could help him solve his personal problems. This raises 
some ethical concerns about developing communication channels with some parents 
for personal issues and disregarding the majority of other parents who would not 
appear to be of some personal help to the teacher. The personal help obtained/offered 
could be many things to many teachers, for example undertaking particular services. 
This may be especially the case in the rural areas where parents and students on the 
receiving end would consider themselves culturally and morally obliged to offer their 
services or other material things for free or at very nominal charges. In the urban 
context, the desirability of obtaining personal help/benefit from students and their 
parents would depend on the personality of the teacher, the social environment of the 
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school and the nature of WKHWHDFKHUV¶problems. In the above excerpt, the teacher talks 
about sorting his utility bills through those parents who work in the relevant 
departments. Naturally, when problems of such teachers are resolved they would 
reciprocate by giving more attention and be lenient to children whose fathers have 
provided help to those teachers.  
5.3.5 Uninterested head and autocratic leadership? 
One of the contrasting features of the schools that emerged from the interviews of and 
discussions with the teachers was that the school heads seemed to have influenced the 
institutional habitus in numerous ways. Whilst most teachers of both the RBS and 
RGS had positive views about the leadership abilities of the school heads, and many 
teachers had some appreciation for the head of the UGS, many teachers in the UBS 
were critical of the management abilities of their school head. There was a sense that 
the interplay between power and politics at the UBS had clearly shaped the field 
dynamics of the school, which in turn might have influenced the quality of teaching 
and learning and contact with parents. Many teachers were therefore critical of the 
school principal and his role in school effectiveness.  
In facilitating school improvement, the literature widely acknowledges the key role of 
the principal/head teacher as a leader (Simkins et al. 2003). The principal as a leader 
therefore has an important role in school effectiveness, in contacting parents, 
organising activities and taking initiatives in the school. However, in many 
developing countries, principals have only minor significance, probably due to 
³FXOWXUDO FOLPDWHV WKDW VHHP WR YDOXH HGXFDWLRQ OHVV´ (Oplatka 2004:431). In the 
context of Pakistan, Simkins et al. FRQFOXGH WKDW ³QDWLRQDOFXOWXUH LV DQ
LPSRUWDQW YDULDEOH LQ LQIOXHQFLQJ OHDGHUVKLS EHKDYLRXU « WKDW « LV PHGLDWHG E\
V\VWHP DQG SHUVRQDO IDFWRUV´ Therefore some common distinguishing features of 
VFKRRO SULQFLSDOV LQ GHYHORSLQJ FRXQWULHV LQFOXGH ³OLPLWHG DXWRQRP\ DXWRFUDWLF
leadership style, summative evaluation, low degree of change initiation, and lack of 
LQVWUXFWLRQDO OHDGHUVKLS IXQFWLRQV´ Oplatka 2004:427). Most teachers in the 
interviews and FGD in the UBS alluded to the above features that prevailed in their 
VFKRRODQGVRPHZHUHHYHQPRUHFULWLFDORIWKHSULQFLSDO¶VUROHLQWKHVFKRROWKDWKDG
shaped and influenced the institutional habitus. The distinguishing features of 
principals identified by Simkins et al. (2003) and Oplatka (2004) were also echoed by 
one teacher in these words:  
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There is no such tradition here. In government schools, there is no such 
concept [of holding parents day]. In reality, there is no encouragement in 
government schools. Any activity requires permission from the head of the 
institute [school]. But, the head of the institute [school] is either short of time, 
is less interested or is unmotivated etc.; his aim is to run the school in a 
routine way and complete his service. He does not have the creativity [to 
pursue activity-based things]. Furthermore, because heads of schools are 
appointed on a seniority basis, not through a competitive examination 
process, they are mostly aged and have less stamina to do such creative 
WKLQJV$VWKHVD\LQJJRHV³DSULQFLSDOLVWKHPRWKHUDQGIDWKHURIVFKRRO´VR
he should organise all activities of the school. It means that all the powers of 
school functioning and its authority flow from the office of the principal. 
Every work needs to be brought to the notice of the principal; otherwise, this 
could be tantamount to misbehaviour on the part of a teacher. (Teacher UBS) 
Clearly, there is a sense of discord and discontentment here, which not only 
underpinned the institutional habitus as discussed by other teachers, but these teachers 
DOVR LQGLFDWHG WKDW WKH SULQFLSDO¶V SRVLWLRQ FDUULHG SRZHU DQG DXWKRULW\ WKDW
strengthened and perpetuated the autocratic role of the principal. Given that many 
teachers had comparable qualifications to those of the principal, the young and 
middle-aged teachers felt discouraged because of the lack of interest and bureaucratic 
attitude on the part of the principal. The underlying implication of the teachers in 
identifying the various issues at the school was that since the primary task of teaching 
and learning in the school was not properly maintained and monitored, the talk about 
engaging or contacting parents was not seen as a priority.   
5.3.6 Institutional habitus: poZHUSROLWLFVDQGSULQFLSDO¶VUROH 
Whilst the respective individual and collective habitus of teachers clearly fashioned 
the way the various activities and practices were carried out in all the schools, the role 
of the principal was considered important in managing the schools, as the principals 
possessed power and authority and had the potential to bring about change. Therefore, 
the quality of instruction and interaction depended on their leadership. However, as I 
discussed in the previous section, some teachers in the UBS were more critical of the 
role that the principal was playing in the school and they said this clearly affected the 
school environment, learning experiences and management aspects of the school. One 
teacher raised these issues and the role that politics and power that underpinned the 
KHDG¶VDSSRLQWPHQW 
The problem in our government schools is that the [school] administration is 
very weak and has a political influence. My [outgoing] principal was 
interested in appointing a person as his successor, for whom he lobbied and 
got the approval of the minister as well. However, upon contacting the EDO, 
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the application [of that person] was thrown in the bin and such a third class 
[not competent] person was given the job who was unaware of the school 
administration and who could not play any role in its administration, which 
was a disaster for the school. Here, due to political issues, such people are 
appointed [as principals] which lead to devastating consequences for the 
functionality of school. When the [school] system is disrupted, it affects the 
teaching [and learning] process. And when [the process of] education is 
impaired, it not only cuts my ties with parents, it also severely hampers my 
own interaction with my students. [Then resultantly] I as a teacher do not go 
to my class on time. I do not even go to my class sometimes for four or five 
days, and no one asks me why I have not attended my classes. « I do not ask 
my students why they were absent from the school yesterday and what was 
the reason. So, is it not important on my behalf that I ask my students why 
they were absent from the school? Asking students about their absence from 
school is also a form of interaction with them [besides teaching]. (Teacher, 
FGD, UBS) 
There are clear indications of the role of power and politics that led to shaping and 
influencing the institutional habitus, which the teacher claims in turn had 
consequences for the way various activities and practices were performed in the 
school. The important point here is thH WHDFKHU¶V LQGLFDWLRQ WKDW WKH ODFN RI SURSHU
management and control functions of the principal led not only to the disruption of the 
ties of teachers with students but also with the parents. The teacher was sentimental 
about this issue and wanted to show KRZWKHKHDG¶VUROHLQIOXHQFHGWKHLQVWLWXWLRQDO
habitus in ways that generally affected the micro interactional aspects of teacher-
student interaction and instructional activities. The views expressed in the above 
quotation are also echoed by researchers for the appointment of principals, leading to 
such type of consequences for the functionality of schools. Oplatka (2004:432, citing 
Lahui-Ako 2001) reminds us that in some GHYHORSLQJFRXQWULHV³QHSRWLVPSOD\VDNH\
role in the appointment of new principalV « LQ VSLWH RI WKH FDQGLGDWHV¶ ODFN RI
UHOHYDQWTXDOLILFDWLRQVRUPHULWLQPDQ\FDVHV´ 
5.3.7 Heads with a difference?  
As I discussed above (Section 5.3.5), teachers in the RBS and RGS clearly had 
appreciation for the way the heads performed their duties at their schools. Most 
teachers therefore argued that their principals were committed and took a keen interest 
in improving the teaching and learning in their schools. Although there were clearly 
pertinent issues concerning the effective functioning of both urban and rural schools, 
the principals in the rural schools had relatively more control of the academic and 
administrative functions of their schools. However, their evaluative approach was 
summative rather than formative, as has been corroborated by Oplatka (2004:438): 
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In Pakistan, principals are expected to evaluate the extent to which teachers 
perform in accordance with the government-prescribed curriculum and other 
UHJXODWLRQVE\ORRNLQJUHJXODUO\DWSXSLOV¶ERRNVDQGWHDFKHUV¶FRPPHQWVLQ
them. (Oplatka 2004:438, citing Simkins et al. 1998) 
This summative approach of the heads can be seen in the light of the institutional 
habitus that has a long standing historical reciprocity of shaping and structuring 
WHDFKHUV¶KDELWXVDQGYLFHYHUVD)RUWKHKHDd of the RBS therefore to be able to talk 
about change and alternative ways of teaching and learning were not seen as feasible 
options by the teachers.  
The following two examples will further illuminate 2SODWND¶VDVVHUWLRQ and the 
role of institutional habitus: 
 
Photo 5.4 7HDFKHUV¶progress and evaluation register (RGS) 
In the RGS, the female principal had devised an evaluative mechanism of recording 
the daily progress of teachers in their respective classes in the school. For this 
purpose, student monitors had the responsibility of maintaining the Progress and 
Evaluation Register. Photo 5.4 depicts an image of a page of the register. The four 
columns on each page of the register record information (in Urdu) under the captions 
of: subject, name of teacher, class/period, and details of the use of instructional time. 
At the end of each working day, the students of the respective classes would bring 
  243 
their registers to the office of the principal for the principal to have a look at what 
went on in every class. This was one of the strategies of the principal to check on the 
performance of the teachers. 
Likewise, in the RBS WKHSULQFLSDO KDG LQWURGXFHGDGDLO\ UHSRUWERRNRI WHDFKHUV¶
progress. This Report Book resembled the progress and evaluation register of the 
RGS, in both structure and presentation of details. Here too student monitors had the 
responsibility of recording details of the instructional activity in their respective 
classes. One evident difference of this school with others was the principaO¶VLQWHUHVW
LQ V\VWHPDWLVLQJ WKH VFKRRO¶V DFWLYLWLHV DQG QRUPDOLVLQJ WKH DFDGHPLF OLIH RI WKH
school. Most of the teachers at the school expressed these views in their interviews.  
At the time of my fieldwork, the principal of the RBS had been in the office for 
merely just over two months. However, his interest in the school affairs and its 
progress seemed evident from the production of various registers, the delegation of 
authority to some senior teachers and his interest in leading by example by teaching 
alongside the teachers (which is not something people would usually expect from a 
principal, especially in a senior grade). As a result, the institutional habitus mirrored 
WKHVH PHDVXUHV QRW RQO\ LQ WKH WHDFKHUV¶ LQWHUYLHZV EXW DOVR JHQHUDOO\ WKURXJK WKH
various activities in the school. Photo 5.5 presents an image from the RBS WHDFKHUV¶
Daily Report Book:  
 
Photo 5.5 7HDFKHUV¶'DLO\5HSRUW%RRN(RBS) 
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A few aspects are worth discussing here about the above photo. As might be evident, 
what I gathered by looking at some of the report books of the different classes in the 
RBS was that the principal was keen on checking what went on in every class during 
the day. Another DVSHFWRIWKLVH[HUFLVHZDVWKHSULQFLSDO¶VFRUUHFWLRQRIJUDPPDWLFDO
mistakes of the studHQWV¶FRPPHQWV in the instructional activity column. This might 
have meant two things: that the student monitors themselves might have been 
academically weak, even though they were supposed to be academically good 
compared to other students in the class; and the corrections by the principal might 
signify that the students needed to improve and this was also a strategy to make the 
teachers engage with their students. The other aspect of this summative evaluation 
through these registers was that it was a sort RIµUHDOLW\FKHFN¶IRUWKHWHDFKHUVDVWKH
principal would put a question mark or put some comments where a student had 
written that a teacher had not done anything in the class.  
One of the arguments of the teachers in support of their case was that the students 
they received from the primary schools had a weak basic education. For them, to 
teach and learn within a specific time what appeared to be a densely structured course 
may have been difficult for both the teachers and students. However, the issue here is 
multidimensional in character. From the theoretical standpoint, the principal wanted 
to bring about a change in the institutional habitus by using summative evaluation 
procedures as a means towards formative evaluation. The principal was of the view 
that the formalised way of checking progress of teachers was bureaucratic and was 
felt as such by the teachers as well. However, in a school that saw five principals only 
staying for one year and five months altogether out of a total of three years and five 
months (i.e. the school was without a principal for two years and one month) one can 
expect many problems in its overall effectiveness. 
5.3.8 Systemic issues as stumbling blocks? 
Given the power and authority that the heads possess within a bureaucratic, top-down, 
hierarchy, a principal has the potential to construct an institutional habitus, which 
supports and facilitates the teaching and learning process for both the teachers and 
students and helps create a process of involving parents in school. However, systemic 
issues were the main concerns of both the teachers and the principals. These mostly 
pertained to physical, functional and other related professional aspects of the schools. 
Given this context, the possibility of interacting with parents was problematic. This 
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suggests that much of what the principals could do was to be preoccupied in the 
management and maintenance of the school (Oplatka 2004). Whilst there were some 
differences in the way the heads managed their schools, their main concerns were to:  
«PDLQWDLQ GLVFLSOLQH RUGHU HTXLSPHQW GHWHUPLQH VWDIILQJ QHHGV VFKHGXOH
activities, manage school finances and resources, allocate staff, and ensure 
that teachers keep accurate records. (Oplatka 2004:432, citing Chapman & 
Burchfield 1994 and Chi-Kin Lee & Dimmock 1999) 
It became abundantly clear WKDW WKH WHDFKHUV¶ KDELWXV DQG WKH ILHOG VWUXFWXUH RI WKH
schools were clearly positioned and predisposed to those practices and activities that 
were seen as part of the usual or normal life of the schools. Clearly, there were issues 
surrounding the systemic issues of the schools. However, apart from acknowledging 
the importance of parental engagement in school, moving beyond the already 
established patterns of practices made most teachers to argue that the constraints they 
faced in school did not grant them sufficient time to communicate with parents.  
5.3.9 Section summary 
7KLVVHFWLRQKDVFRQVLGHUHGWHDFKHUV¶SUDFWLFHVRIFRPPXQLFDWLRQZLWKSDUHQWVLQWKH
light of the institutional habitus of the school. Although most teachers considered 
communication with parents important, the findings suggest that the majority of 
teachers were of the view that due to the various constraints of school, meeting 
parents on the school turf was generally uncommon. This meant that the institutional 
habitus was collectively oriented towards some specific aspects of school life in 
which for most teachers meeting parents was not considered as part of their school 
functionality. This led some teachers to describe the presence of and meeting with 
parents as DQµDOLHQWKLQJ¶0RUHRYHUVRPHWHDFKHUVUDLVHGWKHLVVXHRIµUHVSHFW¶DQG
VXSSRUWIRUµSDUHQWV¶LQWKHVFKRRODQGDUJXHGWKDWZKHQVRPHSDUHQWVYLVLWHGVFKRRO
and were not valued or treated well, they felt discouraged for communicating with the 
school in future.  
7KHUH ZDV DOVR WKH LVVXH RI µVHSDUDWH VSKHUHV RI LQIOXHQFH¶ HPERGLHG LQ WKH
institutional habitus for the teachers. Some teachers therefore explained that they 
rarely involved parents or home in the affairs of students in situations of quarrelling, 
RUEXOO\LQJHWFZKLFKDSSHDUHGWRVXJJHVWWKDWWHDFKHUVDVVXPHGWKHLUUROHDVµin loco 
parentis¶$VRPHZKDWLQWULJXLQJLVVXHZDVWKDWZKLOVWWKHLQVWLWXWLRQDOKDELWXVPRVWO\
disregarded parental communication, some teachers were very keen to locate and 
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contact the parents of those students who could help sort and solve their personal 
problems or issues, such as sorting utility bills.  
The heads of the schools and their leadership qualities seemed to determine and 
influence much of the institutional habitus and the quality of practices within the 
schools. Many teachers were critical of the role that the principal in the UBS played in 
the school affairs and hence some of the teachers described the principal as 
uninterested and auWRFUDWLF ZKLOVW RWKHUV FRQVLGHUHG WKH KHDG¶V SRVW DV RQH WKDW
involved power and politics. Although some teachers also appeared critical of the role 
of principal of the UGS, the majority of teachers of the RGS and RBS appreciated and 
commended the role that their respective heads were playing in terms of the school 
affairs and in maintaining and enhancing its quality. The principal of the RBS was 
even more keen on communicating with parents and informing them about their 
children and therefore had taken a number of steps regarding this, such as a letter 
template informing the parents of the various issues of their children (see Appendix 
J). However, generally systemic issues seemed to have determined and were 
described by most teachers as not letting them to have any contact with parents.  
5.4 Chapter summary 
,Q WKLV FKDSWHU , KDYH IRFXVHG RQ WHDFKHUV¶ SHUFHSWLRQV DQG H[SHULHQFHV RI
communication and interaction with parents. I have discussed the dynamics of 
WHDFKHUV¶FRPPXQLFDWLRQZLWKSDUHQWVWKDWLQGLYLGXally and collectively underpinned 
the dispositional stances of the WHDFKHUV¶KDELWXVDQGILHOGLQIOXHQFHRIWKHVFKRROV,
KDYHVKRZQWKDWWKHXQGHUO\LQJLQIOXHQFHVDQGVWUXFWXUHVRIWHDFKHUV¶dispositions and 
field dynamics led most teachers to portray parents as uninterested in school visits and 
presented them as homogenised. However, there were variations in the way different 
teachers shared their experiences, which established the role that the habitus played in 
WKHUHVSHFWLYHWHDFKHUV¶OLYHV7KHSDWWHUQWKDWHPHUJHGIURPWKHWHDFKHUV¶H[SHULHQFHV
was that generally the schools did not have formalised and institutionalised 
procedures for contact with parents. However, communication with parents emerged 
as a complex, dynamic and patterned process that was far from random, which was 
not only engrained in the specific situations but was also underpinned by power and 
class dynamics of the stakeholders.  
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,QWKHQH[WFKDSWHURQWHDFKHUV,H[SORUHDQGGLVFXVVWHDFKHUV¶SHUFHSWLRQVRISRZHU
dynamics, parental involvement, barriers and PTA. 
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Chapter Six ² 7HDFKHUV¶Relations with Parents: Perceptions of 
Power Dynamics, Parental Involvement, Barriers and PTA  
 
7KLVFKDSWHUH[SORUHVIRXUDVSHFWVRIWHDFKHUV¶FRPPXQLFDWLRQSUDFWLFHVZLWKSDUHQWV
which involve perceptions about power relations, parental involvement, barriers to 
parental visits and the role of PTA in school.   
The first section explores various power relation structures between teachers and 
parents, with emphasis on the role of culture, habitus and fiHOGG\QDPLFVLQWHDFKHUV¶
practices. For example, I discuss that generally most teachers see themselves as 
dominant and confident in their relations with parents, whilst describing most 
XQHGXFDWHG SDUHQWV DV GHIHUHQW DQG VXEPLVVLYH WR WHDFKHUV¶ DXWKRULW\. I also show 
that for some teachers relations with some parents are marred by confrontation, 
squabbling, tensions and power tussles, which involve both educated and uneducated 
parents. This highlights the importance of the interplay between the role of habitus 
and field in the structure of practices.  
The section second SURYLGHVDGLVFXVVLRQRIWHDFKHUV¶SHUFHSWLRQVDQGH[SHULHQFHVRI
parental involvement and visits to school. In particular, I discuss that generally for 
most teachers, at an individual and institutional level, parental involvement and visits 
to school is not a structured component of their practices in school. I also show that 
IRU VRPH WHDFKHUV KRZHYHU SDUHQWDO LQYROYHPHQW KDV D µOD\HUHG¶ LQIOXHQFH WKDW
operates from the home, which influences decisions about girl students in school. 
0RUHRYHU,DOVRGLVFXVVVRPHWHDFKHUV¶H[SHULHQFHVRIXVLQJWKHLUSHUVRQDOLQLWLDWLYH
to organise co-curricular activities for students, leading to instances of parental 
involvement and benefits that the school accrued from such engagements.  
Section three discusses perceptions of barriers to parental visits or participation in 
school, highlighting the individual and collective experiences of teachers and the role 
of school culture. For instance, I examine the claims most teachers make that schools 
pose no barriers to parental visits, and analyse the constraints teachers say prevent 
them for engaging with parents. I also consider the various aspects of school culture 
or field influence that many teachers say acts as obstacles to parental involvement. 
Lastly, section four explores the various aspects and dimensions of the role that the 
PTA has in school. In particular, I consider and examine policy provisions regarding 
the importance of parents and their involvement in the education of children and 
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FRQVLGHUWHDFKHUV¶YLHZVRQWKHVWUXFWXUDODQGIXQFWLRQDODVSHFWVRIWKHUROH the PTA 
has in school. 
6.1 Perceptions of power dynamics 
7KHIRFXVRIWKLVVHFWLRQLVWRH[SORUHWHDFKHUV¶SHUFHSWLRQRIWKHUROHWKDWSRZHUSlays 
in the relations with parents. Power is a critical and crucial factor in the structure of 
relations between teachers and parents; it is implicit in the conceptualisation and 
appropriation of all forms of capital whether material, cultural, social or symbolic 
(Swartz 1997:73). Its use and appropriation therefore then is played out in the 
WHDFKHUV¶KDELWXV DQG WKH ILHOGG\QDPLFVRI VFKRROV WKDW VWUXFWXUHV WKH UHODWLRQV DQG
practices between teachers and parents in many complex ways, collectively as well as 
individually, in subjective ways. The experiences that the teachers share therefore are 
varied, subjective, and deeply ingrained in their personal and school structures. Whilst 
there are many similarities between the experiences of teachers about the role of 
power in interaction with parents, there are some noticeable differences between the 
experiences of both male and female teachers in both the urban and rural schools.  
$QDQDO\VLVRIWKHWHDFKHUV¶GDWDUHYHDOs that for teachers in both the urban and rural 
schools, predominantly due to a number of parental factors, the perception of power 
UHODWLRQV ZLWK SDUHQWV LQYROYH VHHLQJ WKHP DV VXEPLVVLYH DQG GHIHUULQJ WR WHDFKHUV¶
authority. The data also reveal that for some female teachers, both in the urban and 
rural schools, the issue of squabbling and confrontation of uneducated mothers 
underpins the power dynamics of their interaction. However, for some male teachers 
power relations with some parents are rooted in power tussles and tensions, which 
exemplifies the role that people with political roots or other perceived power bases 
make use of in the interaction with teachers. Related to this theme is the issue of 
social positioning of teachers and school and the related social class and status 
symbols that for some teachers invoke a feeling of powerlessness. Moreover, the 
experiences of some teachers involve balancing out or dealing with parents who are 
unruly, aggressive, and threatening. Some teachers share their concerns about their 
experiences of grappling with the handling of dominant parents and parents who 
GLVUHJDUG WHDFKHUV¶ DXWKRULW\ +RZHYHU PRVW WHDFKHUV SHUFHLYH WKHPVHOYHV PRUH
powerful and dominant, with most parents submitting to their authority, whilst 
invoking the culturally situated demeanours of respect for teachers.  
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8QHGXFDWHGSDUHQWVDUHµVXEPLVVLYH¶DQGµGHIHUHQW¶ 
Most teachers in the interviews and discussions in both the boys and girls schools 
were unanimous in their views that, given their experience of interaction with parents, 
the uneducated parents mostly did not see themselves equal in power with teachers 
DQGZHUHXVXDOO\VXEPLVVLYHDQGGHIHUHQWWRWKHWHDFKHUV¶DXWKRULW\ 
The uneducated parents consider themselves a bit awkward and admit, 
through their actions and expressions, that they do not know much [about the 
activities in school]. However, educated parents operate on a level of 
equality. (Teacher UGS) 
The reasons for such an imbalance in power relations were many. For teachers, the 
difference in the levels of education with parents was one of the primary reasons for 
the perceived difference in uneven power distribution. This difference in the power 
relations could be interpreted as the difference in the amount and appropriation of 
cultural capital for parents to interact with teachers in unfamiliar and uncharted field 
structures that operated on a different set of logic and practice compared to their usual 
VRFLDOVHWWLQJVRIKRPHDQGZRUN0RUHVSHFLILFDOO\WKHµHGXFDWHG¶WHDFKHUVKHOGILUP
professional positions in the school structures and were equally confident in the game 
WKDWZDVEHLQJSOD\HGLQWKHILHOG+RZHYHUWKHµXQHGXFDWHG¶SDUHQWVGLGQRWSRVVHVV
the right amount and quality of habitus required to make sense of the structure and 
function of school practices, to make their case and thereby interact with teachers on a 
level of equality. This difference in the levels of education and of habitus was the 
reason due to which many teachers seemed to argue that many parents relied on the 
WHDFKHUV¶MXGJHPHQWDQGGHFLVLRQDERXWWKHLUFKLOGUHQ¶VHGXFDWLRQ 
«7KHUHDUHDOVRVRPHPRWKHUVZKRFRPHDQGVD\ WRXV µ\RXDORQHNQRZ
ZKDW LV EHVW IRU RXU GDXJKWHUV DQG \RX KDQGOH WKHPDFFRUGLQJO\¶ 7HDFKHU
RGS) 
As might be evident from the above, many teachers experienced the imbalance in 
power relations by mentioning aspects of their mutual interaction that clearly 
portrayed a perspective of the parents that saw teachers not only as knowledgeable but 
DOVRDVKDYLQJUHVSRQVLELOLW\ IRU WKHLUFKLOGUHQ¶VXSEULQJLQJDQGPRUDOGHYHORSment. 
Others also echoed and shared these views:  
Yes, there is some role of power dynamics between teachers and parents. It is 
somewhat tilted towards the WHDFKHUV¶ VLGH 7KH\ >SDUHQWV@ EHKDYH LQ DQ
apologetic [submissive] manner, because they have their children with us. 
(Teacher UBS)  
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Understandably, the difference in education levels and the lack of parental habitus in 
QRWEHLQJFRQYHUVDQWZLWKWKHILHOGG\QDPLFVRIVFKRROKDGLPSOLFDWLRQVIRUSDUHQWV¶
uneven power relations with teachers. However, the fact that the parents had their 
children with the teachers in school had an underlying cultural connotation that 
obliged parents to be submissive and respectful, as has been indicated in the quotation 
above. Whilst there were some differences in the way teachers experienced the issue 
of power relations with parents in the urban and rural schools, for some teachers who 
had experience of rural schools, most mothers were submissive and deferent to 
teacher authority:  
«+RZHYHULQUXUDOEDFNJURXQGVPRWKHUVFRnsider teachers as superior and 
submit to their authority in all matters of their children. When I was in 
another rural school sometime back, mothers there also considered teachers 
as superior. They would say that whatever you say is right and they [mothers] 
ZRXOGIROORZ«Teacher RGS) 
It is worth reiterating here that for most teachers interaction with parents was not a 
formalised and structured procedure. This was usually not seen as part of the school 
curriculum or an essential aspect of the school life. Rather, for most teachers, 
interaction with parents only involved a negligible portion of their commitment. It 
only happened with a minority of parents who, because of the school or through their 
own need, had to pay a visit to discuss the issues of their children. The parents were 
also said to come in more numbers during and around the examination period for 
issues around the failure of their children or their promotion to the next class. The 
resultant experiences of such interaction formed the basis for the perception of 
teachers about the nature of power relations they experienced with parents.  
Given this backdrop and the experiences of the teachers with parents in terms of the 
difference in the levels of education, cultural capital and the habitus that led to the 
perception and use of differential power structures between teachers and parents, it 
was not surprising that most teachers saw the majority of parents as submissive and 
deferring to their authority. However, some other teachers in both the giUOV¶DQGER\V¶
schools shared other perspectives that shed light on the differences between the nature 
RI SRZHU UHODWLRQV EHWZHHQ VRPH PRWKHUV DQG VRPH WHDFKHUV ZKR YLVLWHG JLUOV¶
VFKRROVDQGIDWKHUVRUJXDUGLDQVZKRYLVLWHGER\V¶VFKRROV7KHVHWHDFKHUVVaw some 
SDUHQWV DV µVTXDEEOLQJ¶ DQG µFRQIURQWDWLRQDO¶ DQG D VRXUFH RI D µSRZHU WXVVOH¶ DQG
µWHQVLRQ¶,GLVFXVVWKHVHSHUFHSWLRQVLQWKHVHFWLRQVWKDWIROORZ 
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8QHGXFDWHGSDUHQWVµVTXDEEOH¶DQGµFRQIURQWDWLRQDO¶ 
Unlike the discussion in the previous section in which the majority of the teachers saw 
most parents as submissive and deferring to their authority, the evidence gleaned from 
the WHDFKHUV¶data revealed that not all teachers had the same type of experience of 
power relations with parents. There were differences in the way some female teachers 
experienced and spoke about their interaction with some mothers in school. This was 
more so in the UGS than in the RGS. These teachers perceived uneducated mothers as 
confrontational and arrogant when they visited the school for various reasons. Many 
of the female teachers interviewed also shared the view that uneducated mothers 
squabbled about minor issues. The reasons these teachers gave for such a behaviour of 
mothers was that the family and social life of such mothers already relied much on 
squabbling and confrontation and therefore listening to reason and proper argument 
was not their norm. In other words, the structure of the habitus of such mothers was 
preconditioned or predisposed to compensate themselves for the imbalance in power 
by adopting a confrontational stance. Moreover, teachers were also of the view that 
WKH PRWKHUV¶ attitude may have been because of factors like the lack of proper 
awareness about school processes, less patience, an inabiliW\ WR VHH RWKHU SHRSOH¶V
opinions and perspectives objectively, and to gloss-over the apparent lack of 
understanding and knowledge of the educational issues of their children at home and 
school:  
They [mothers] attempt to subdue us through their talks and actions. «7KH
majority of the illiterate parents become confrontational on very petty issues 
whereas [mostly] educated parents would try to understand a situation. The 
uneducated parents mostly want to impose their point of view on us, probably 
because in order to compensate for their lack of education they do not want to 
VHH WKHPVHOYHV DV DZHDNHU ORW« >7KH\ WKLQN WKDW@ LIZHDUHQRWSUHVVHG
then we would pressurise them. (Teacher UGS) 
Whilst clearly there would have been a number of other factors that would have led to 
and structured the practices that led some teachers to portray or depict mothers in such 
ways, there is some indication here that these consequences of interaction were also 
because of a sense of lack of trust and understanding between the teachers and 
mothers. Given their work patterns and the structuring forces of the institutional 
habitus, teachers expected that mothers should have the necessary knowledge and 
understanding of the underlying processes involved in matters of their children and 
the manners for interaction with teachers. Conversely, for such mothers the perceived 
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GRPLQDQW VWDQFH RI WKH IHPDOH WHDFKHUV DQG WKH PRWKHUV¶ RZQ XQLTXH KDELWXV PDGH
them take a stance that they thought was justified and hence they expected the 
teachers to take-up and deal with their issues as they desired. This lack of 
XQGHUVWDQGLQJRIHDFKRWKHU¶VSRLQWRIYLHZWKHUHIRUH OHG WR WUXVWSUREOHPVEHWZHHQ
the female teachers and mothers, which resulted in power-struggles that led to 
confrontation and squabbling.  
Given the perspectives and experiences of teachers, a general pattern emerged from 
the data that suggests that most teachers described and generalised parents 
FROOHFWLYHO\DQGYLHZHGWKHPDVXQHGXFDWHGGHIHUULQJWRWKHWHDFKHUV¶DXWKRULW\DQG
KDYLQJOLWWOHLQWHUHVWLQWKHLUFKLOGUHQ¶VHGXFDWLRQ+RZHYHUWKHGDWDDOVRVXJJHVWVWKDW
LWZDVWKHUHVSHFWLYHWHDFKHUV¶KDELWXVDQGWKHUROHWKDWWKHLQVWLWXWLRQDOKDELWXVSOD\HG
in structuring their practices and related behaviour patterns that led to the portrayal of 
parents in a specific manner, which some teachers portrayed and experienced as the 
confrontational stance of parents. One teacher in the UGS shared the following 
perspective about the way interaction and related power issues with uneducated 
parents unfolded:  
Very few parents are educated. They only come to squabble about their 
GDXJKWHU¶VIDLOXUHDQGWKH\DUJXHWKDWZK\KDYHZHIDLOHGWKHLUGDXJKWHU>LQ
examinations]. They do not ask the reasons which would have led to their 
GDXJKWHU¶V IDLlure. Neither are they interested in paying visits during the 
>DFDGHPLF@\HDUWRHQTXLUHDERXWWKHLUGDXJKWHUV¶SURJUHVVRUSUREOHPV7KH
[examination] result cards [though meant for their parents] are usually signed 
by students themselves to avoid punishment by their parents. Parents usually 
argue that they have not been informed about the academic weakness of their 
daughters and that the teaching quality at the school is not good. (Teacher 
UGS) 
Clearly there is also some indication here of a perceived lack of trust and 
understanding in the relationship with parents and the parental stance is portrayed as 
confrontational and argumentative. To understand this, there is a need to consider the 
structure and the context in which these practices occur and the underlying structure 
of the habitus of teachers that gives way to such a depiction of their relation with 
mothers.  
As I discussed in the beginning first two sections of Chapter Five, much of what most 
teachers talked about their interaction with parents centred on the various structural 
and functional constraints in the school that they said did not let them to have 
effective communication with parents. Moreover, the interviews of and discussions 
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with the teachers revealed that many teachers communicated with parents only when a 
meeting with parents was inevitable and in situations that involved some conduct or 
academic problems of pupils. However, the fact that in the absence of institutionally 
determined formalised procedures for contacting parents, a majority of the teachers 
reported and faced various gaps in their communication with parents. Accordingly, 
WKLV VWUXFWXUHG WHDFKHUV¶ LQWHUDFWLRQ ZLWK SDUHQWV WKHLU QDUUDWLYH RI SDUHQWDO
demeanours, the context of parental visits, and the underlying power implications of 
such interaction.  
For many teachers, therefore, the examination period was the peak of their interaction 
with parents, which for some teachers entailed heated discussions, and the 
confrontational tone of mothers that underpinned their daughters¶ IDLOXUH RU RWKHU
exam related issue, as has been pointed out in the quotation above. Most teachers 
argued that by showing their interest more in the examination results, parents were not 
interested in the education of their children; rather they wanted their children to move 
up to higher grades. For the teachers, the parental tendency to place less emphasis on 
the process (i.e. enquiring about school progress and problems encountered by their 
children during the academic year) and more on the product (i.e. examination results) 
was an indication that they valued education less than the acquisition of certificates 
and degrees. +RZHYHU XQOLNH WKH IHPDOH WHDFKHUV¶ H[SHULHQFH DQG SRUWUD\DO RI
mothers as confrontational and squabbling, for some male teachers in the RBS the 
issue of power dynamics with some parents involved power tension that the teachers 
said left them with a feeling of being inferior.   
3DUHQWVDVDVRXUFHRIµSRZHUWXVVOH¶DQGµWHQVLRQ¶ 
The findings suggest that for most teachers, in the structure of society the public 
school system lay was positioned at the lower rungs of the educational ladder, which 
seemed to have shaped and structured the habitus of the social agents towards public 
schools according to their respective space and position in society. These respective 
field positions of the people determined the nature of power the different agents could 
use and, in some cases, exploit when they interacted with teachers in school. In other 
words, for most teachers, most of the people or parents they interacted with 
considered themselves submissive, considering their status and position and due to the 
cultural desirability of respecting teachers. However, male teachers were also of the 
view that those parents or people who had some political connections and were 
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UHODWLYHO\ ZHOO RII ZHUH PRUH OLNHO\ WR FDXVH µWURXEOH¶ FRQVLGHUHG WHDFKHUV LQIHULRU
and would use their status and position to influence teachers to their advantage. The 
use of position and status therefore had deep underlying social and cultural 
connotations, which, when used in an undue way, led to unpleasant experiences for 
some teachers:  
Certainly, quite a few parents would be a source of a power tussle and tension 
for teachers. Some of such people would be Nazims (local council 
administrator) while others would have political roots, to assert their 
authority. When they come to school, the way they approach and talk to us 
and the language they use all means that they consider us inferior. Such 
approaches are unbecoming of interDFWLRQVLQDQHGXFDWLRQDODWPRVSKHUH«
They say that the school belongs to them; the area belongs to them: whether 
VWXGHQWV OHDUQRUQRW LW LV WKHLU ULJKW WRFRPHWRVFKRRO«:HWU\ WRPDNH
them understand that it is all for the benefit of students, what we do in school. 
But all our efforts fall on deaf ears±no change in their attitude and behaviour. 
(Teacher RBS) 
It is worth reiterating that for most teachers such experiences were not a common 
occurrence. However, these occasional experiences of power relations with some 
parents/people supported the class-based situated position of public schools and 
teachers. The above statement is an example of the use of power play between the 
teacher and parents and other people who visited the RBS. However, there were 
different layers of power dynamics between parents and teachers, which not only 
depended on the differences between the urban and rural contexts but also on 
situation-to-situation. Hence, many teachers were of the view that the nature of power 
relations between teachers and parents moved between subtle influences to more blunt 
and aggressive approaches especially in the rural areas. However, most teachers were 
of the view that only a few parents had extreme views or volatile temperaments. This 
is in line with the findings of Ranson et al. (2004) in their study of communication 
G\QDPLFV RI µVWRUPLQJ¶ RU µXQUXO\ SDUHQWV¶ LQ VHFRQGDU\ VFKRROV +RZHYHU ZKLOVW
Ranson et al.  KDYH LGHQWLILHG D QXPEHU RI H[SUHVVLRQV RI µVWRUPLQJ¶ SDUHQWV
given the context and culture they studied, the experiences of teachers in my study of 
µXQUXO\¶DQGµWKUHDWHQLQJ¶SDUHQWVZHUHJURXQGHGVRFLDOO\DQGFXOWXUDOO\ZLWKLQWKHLU
respective habitus and field influence, which I discuss below.  
µ8QUXO\¶DQGµWKUHDWHQLQJ¶SDUents 
In addition to the various forms of power dynamics that the teachers explained 
underpinned their relations with parents, which led to the feeling of unease and 
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powerlessness for some teachers in the schools, some teachers in both the boys and 
girls schools spoke about unruly parents and those that threatened the teachers. One 
teacher in the RGS expressed the following views about her experiences with mothers 
who were unruly and threatening: 
Some mothers are such who are very arrogant and misbehave with us. They 
JRWRVXFKOHQJWKVLQVD\LQJWKDWµ\RXFRPHKHUHMXVWIRUSOHDVXUHDQGVLW LQ
VFKRRO GRLQJ QRWKLQJ¶ RU WKUHDWHQ XV WKDW µ, ZRXOG JR DQG WUDQVIHU \RX WR
some other place [school@¶7HDFKHU5*6 
As I discussed elsewhere in this chapter, for most teachers it was very rare that they 
IDFHGDVLWXDWLRQLQZKLFKSDUHQWVKDGDQDUURJDQWVWDQFHRUGRZQSOD\HGWKHWHDFKHUV¶
authority. According to some teachers, at the core of such acrimony of parents with 
teachers was the fact that a teacher might have punished a student, which would have 
led to misunderstanding and confrontation with teachers. In many cases, however, it 
would have been the parents themselves, who because of their confrontational stance, 
wanted to create a situation which they could then exploit and fulfil their desired 
objectives, such as the promotion of their children to next class etc. In order to 
counter such incidents, the school head was better placed and had the responsibility, 
WRWDFNOHLQWHUFHSWDQGGHDOZLWKVXFKµVWRUPLQJSDUHQWV¶5DQVRQet al. 2004).  
&RPSDUHGWRWKHER\V¶VFKRROVWKHJLUOV¶VFKRROVKDGFOHDUO\VSHFLILHGSURWRFROVHYHQ
for mothers for whom the classrooms would usually be out-of-bounds. The 
LQVWLWXWLRQDO KDELWXV LQ WKH JLUOV¶ VFKRROV WKHUHIRUH XQGHUSLQQHG VWURng social and 
cultural notions. These notions were not only physically visible and felt in terms of 
the barriers and gates that acted to filter out problems and concerns at the very 
entrance of the school, but also once inside, there were invisible barriers and 
boundaries that needed to be respected and understood and therefore not to be 
crossed. The reasons for such checks and balances and the restrictions were because 
of the cultural sensitivities around the responsibilities of managing girls and ensuring 
their honour and well-being.  
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Photo 6.1 A view of the entrance gate to RGS 
Therefore, whilst a visit of and access to the inside of the school and classrooms by a 
male person was mostly highly unlikely, except in cases when some officials visited 
the school or in case of some repairs and maintenance, there was some leeway in 
terms of giving access to mothers to classrooms in some situations. Many teachers 
therefore were of the view that since many mothers visited only when their daughters 
failed the examination, it was then that the tensions would flare up and mothers would 
tend to become unruly and arrogant.  
+RZHYHU LQ FDVH RI WKH ER\V¶ VFKRROV IRU PDQ\ WHDFKHUV WKH LVVXH RI µXQUXO\¶ RU
µVWRUPLQJ¶ SDUHQWV Ranson et al. 2004) was one that in some cases went to such 
extremes as resolving matters with the barrel of the gun: 
There are some parents, who have threatening behaviours and threaten us of 
transfers to other schools, through their connections with high-ups such as 
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ministers. I have also seen that parents have brought guns and pistols to 
threaten teachers of extreme consequences, when their children were meted 
out with corporal punishments. This is all ignorance, and lack of education. 
Had it not been due to this, how can one think of bringing guns after ones 
FKLOG¶VWHDFKHU"7HDFKHU5%6 
Given the above excerpt, there is a need to explore and discuss the structure of the 
habitus of the agents involved that would lead to situations where parents adopted a 
threatening stance and became confrontational. Again, I would like to reiterate here 
that, for most teachers, parents did not pose any threat; in fact, most parents were seen 
as submissive, obedient, and deferent in their authority. However, since in the social 
space and practices, for many people generally the habitus construction was such that, 
rather than to discuss and reason to resolve their issues, getting physical at times was 
considered as the only option to settle disputes and matters with other people in 
society and sometimes with teachers in school. Given this background, for some 
parents, whose children would have been given punishment, the deterrence of the use 
of physical force would be the only language they could properly deploy in matters of 
such conflict. Whilst such incidents were said to be very rare, the fact that these 
incidents do happen and the way they happen illuminates the underlying structure of 
the habitus of the agents involved. Moreover, for such teachers, the very use of the 
perceived or possible threats of violence creates an imbalance in power relations 
VNHZHGLQIDYRXURIWKHµVWRUPLQJSDUHQWV¶ 
Similarly, for some teachers, parental arrogance and aggression was also due to their 
association with or belonging to a social class, which was more socially and 
politically connected, and they were UHODWLYHO\ ZHOO RII WR FKDOOHQJH D WHDFKHU¶V
authority and overpower them in different ways. This resulted in a parental sense of 
belonging to a higher-class social prestige over teachers, which the teachers said was 
particularly aimed to manipulate the situation to their advantage.  
 7KH UROH RI µVRFLDO FODVV¶ µVWDWXV¶ DQG µVRFLDO SRVLWLRQLQJ RI WHDFKHUV¶ DQG
power relations 
As I discussed above (Section 6.1.3), at the heart of power dynamics between the 
teachers and parents was the issue of social class that was underpinned by the 
respective habituses of the agents, contextualised in the social space in their mutual 
practices. For most teachers, the social perception of social class regarded wealth and 
resources as an entity of social prestige and status. This in turn determined the social 
positioning of the agents, within their relative place and space in society that 
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ultimately determined the kind and pattern of power relations perceived to be enacted 
in different social situations.  
In other words, what the teachers viewed in terms of the imbalance in power relations 
was not the difference between the social and cultural capital with parents or other 
people who visited school, but the difference between the social class that relied much 
on ones wealth and related political leverage that they could appropriate in their 
interaction and communication. Considering such an imbalance in power relations 
and the perception of status and position of public schools and teachers, most teachers 
therefore viewed their profession and status as low in the eyes of society compared to 
other professions such as medicine, engineering etc. This situated subjective low-
status symbols of teachers in the social gaze led some teachers to experience feelings 
of powerlessness when they interacted with people who considered themselves 
superior and dominant in their stance: 
At that time, I feel that ³ZK\ GLG , MRLQ the teaching profession. Now the 
teacher has become so weak [powerless] that people from outside [the 
FRPPXQLW\@ZRXOGFRPHDQGZRXOGVD\µ,ZLOOGRWKLVDQG,ZLOOGRWKDW¶>be 
threatening and insulting@´ 3HUVRQDOO\ , KDG DQ XQSOHDVDQW LQFLGHQW ZLWK D
guardian, whose brother remained absent from school for around 10 days. 
When he [the student] came afterwards, I sent him back [home and told him] 
not to join the school until accompanied by his father or brother. When his 
brother visited me-who happened to be a doctor-he spoke with a lot of 
arrogance and was adamant on compelling me to let his brother join the 
VFKRRO,UHSOLHGWKDW³,KDYHQRWUXVWLFDWHGWKHFKLOGEXWMXVWZDQWHGWRWDONWR
\RXDERXWWKHFKLOGLQTXHVWLRQ´+HUHVSRQGHG³,DPDYHU\EXV\SHUVRQDQG
,FDQQRWMXVWFRPHWRVFKRROWRERZLQIURQWRI\RX´7HDFKHU5%6 
As might be seen from this excerpt, the social thinking and the influence of home and 
community environment seemed so pervasive, conditioned, and structured, even for 
some educated people, that to think beyond RQH¶V KDELWXV DQG FODVV VWDWXV ZDV D 
difficult matter. The teacher was clearly perturbed by the incident, which left strong 
memories of an encounter and communication that involved culturally situated power 
structures, which considered teachers and teaching as unequal and unimportant. On 
the one hand, the social space that the schools established had limited space for 
parental involvement and was typically shaped by deep codes that reinforced 
professional authority and parental deference (Ranson et al. 2004:272). However, on 
the other hand, the same social space had a different set of power undertones that 
were driven by status and class structures positioned in the habitus and field dynamics 
RIWKHDJHQWVWRRYHUSRZHUWHDFKHUV¶SURIHVVLRQDOERXQGDULHV,WPD\KDYHEHHQGXHWR
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these power structures and the lack of awareness or acknowledgement on the part of 
some parents that a request for visiting and meeting teachers was considered as a 
waste of time.  
3RZHUUHODWLRQVµa WHDFKHUIHHOVPRUHGRPLQDQW¶ 
Related to the theme that I discussed in the beginning of this section (Section 6.1.1), 
in which most teachers perceived and described most parents as submissive and 
GHIHUULQJ LQ WKHLU DXWKRULW\ ZDV WKH WKHPH RI WHDFKHUV¶ IHHOLQJ GRPLQDQW LQ WKH
structure of power relations with parents. It became evident from the data that most 
teachers usually saw themselves more dominant and confident when they interacted 
ZLWKSDUHQWV,QWKLVUHJDUGWKHUHZDVFRQVHQVXVDPRQJVWPRVWWHDFKHUVLQWKHER\V¶
DQGJLUOV¶ VFKRROV LQERWK WKHXUEDQDQG UXUDOFRQWH[WV2QH WHDFKHU thus shared the 
following views: 
,QVRIDU DV VFKRRO LVVXHV DQG VWXGHQWV¶ LQIRUPDWLRQ DUH FRQFHUQHG
psychologically a teacher feels more dominant, empowered and in control. 
He [teacher] can also interact with parents on equal footing, without being 
dominant in stance. Because parents are needy [concerning their child], they 
feel obliged and are submissive. (Teacher UBS) 
Clearly, the field dynamics of schools had a different set of logic and practice 
compared to the structure and function of the home, which most teachers considered 
was the basis of unequal power relations with parents. In other words, parental habitus 
seemed to have lacked the necessary tools to negotiate and effectively appropriate the 
structure of school practices that pertained to the varioXV DVSHFWV RI WKHLU FKLOGUHQ¶V
education (see Chapters Seven and Eight). Moreover, as I have discussed elsewhere 
in this chapter, the social and cultural capital that the mostly working-class parents 
made use of in their interaction with teachers were probably not sufficient for the 
parents to comprehend the educational jargon and the field dynamics that underpinned 
WKH VFKRRO OLIHZKLFK OHG WR WKHSHUFHSWLRQRI WHDFKHUV¶ IHHOLQJPRUH FRQILGHQW DQG
dominant. In addition to these factors and the social class dynamics of parents, (even 
if parental habitus was comparable with that of the teachers) the fact that the cultural 
GHVLUDELOLW\ DQG DFFHSWDELOLW\ RI HQWUXVWLQJ RQH¶V UHVSRQVLELOLWLHV IRU FKLOGUHQ¶V
education to teachers meant that parents viewed teachers as more powerful and their 
stance as more obliging. It was probably due to some or all of these factors that led 
some teachers to say that parents treated them with respect: 
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0RVW SDUHQWV WUHDW PH ZLWK UHVSHFW %HFDXVH , DP WKHLU FKLOG¶V WHDFKHU
[culturally and religiously] a majority of the parents consider that appropriate 
to respect teachers. Only about 2% or 3% of parents would be bad in their 
behaviour and would be threatening [teachers] of reprisals. (Teacher RBS) 
6.1.7 Handling dominant parents 
For most teachers, the accepted generalised pattern of interaction with parents 
underpinned an understanding that the public schools usually catered for the poor and 
working-class. However, some teachers expressed the view that there were some 
students from middle-class families, which was either because the parents wanted to 
educate their children as they themselves were educated in public schools or because 
WKH\ ZDQWHG WR VSUHDG WKH FRVW RI WKHLU FKLOGUHQ¶V HGXFDWLRQ RU GXH WR VRPH RWKHU
related reasons. This meant that the middle-class parents did have some role in the 
nature of school relations with teachers, but that it was mainly obscured by the 
WHDFKHUV¶ KDELWXV WKDW SUHGRPLQDQWO\ GHSLFWHG D JHQHUDOLVHG QRWLRQ RI ZRUNLQJ-class 
parents as a homogenised entity of parents in public schools.  
Discussions in some sections DERYHLQGLFDWHVRPHSDWWHUQVRIWHDFKHUV¶H[SHULHQFHRI
power relations with some dominant parents that mostly involved non-academic 
issues and matters. Yet, there was hardly any mention or hint of the patterns of power 
UHODWLRQV WKDW WKH UHVHDUFK OLWHUDWXUH KDV GRFXPHQWHG DERXW WHDFKHUV¶ H[SHULHQFH RI
interaction and relations with middle-class parents involving academic or other related 
matters (e.g. Connell et al. 1982; Crozier 2000; Crozier & Reay 2005a; Lareau 1989; 
Lightfoot 1978; Reay 1998a; Vincent 1996a). Nevertheless, some teachers in the RGS 
did talk about some interaction of middle-class parents involving power relations with 
teachers and the principal that indicated the presence and appropriation of aspects of 
the notion of cultural capital and the use of habitus and field structures:  
«RQFHDPRWKHURIDVWXGHQWZKRVHHPHGOLWHUDWHFDPHZLWKDFRPSODLQWWKDW
KHUGDXJKWHU¶VWHDFKHUKDG WLFNHGDVFRUUHFWDQLQFRUUHFWSLHFHRIZULWing of 
KHU FKLOGDQG VDLG WR WKHSULQFLSDO WKDW µZKDWNLQGRISULQFLSDO DUH\RXDQG
ZKDW VRUW RI WHDFKHUV DUH ZRUNLQJ XQGHU \RX"¶ 7KHQ WKH FRQFHUQHG WHDFKHU
was called to explain herself. The principal then explained, and actually the 
problem really is that as I have just said earlier that there are about 80 or 90 
girls [in the class] and you give homework every day or every two days and 
you only have one free period. It is obvious that you cannot check these 
notebooks in just one period, either you will leave children [on their own], 
would teach them or would check their notebooks. And when it comes to 
English or Mathematics, then each and every spelling [and detail] has to be 
looked into carefully. Then such mothers are told that amongst 80 students, 
teachHUVDUHQRWDWDIDXOWKHUH«,IWKHPRWKHUVDUHZLVHDQGWKLQNUDWLRQDOO\
then they do not make a fuss of it otherwise, it becomes a contentious issue. 
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%XW ILQDOO\ WKHSULQFLSDODVVXUHV WKHP WKDW µRN LWZDV WKH WHDFKHU¶VPLVWDNH
and in future she should EHFDUHIXO¶7HDFKHU5*6 
Such instances of parental visits or enquiries were considered rare, as the description 
and experiences of most teachers mostly circumvented managerial and functional 
issues that involved conduct and disciplinary issues. Clearly, the teacher in the above 
excerpt tries to justify and balance out the imbalance in power relations by attributing 
WKH HUURU RU PLVWDNH WR WKH WHDFKHUV¶ ZRUN SDWWHUQV DQG WKH PDQDJHPHQW RI
oversubscribed class sizes. However, there is another underlying pattern to such 
experiences of power with some parents in this school. This was because for most 
teachers the principal had an important role in enhancing the learning experiences of 
students and in some ways creating awareness among the parents, which led to 
relatively increased parental interest in the school compared to the parents of other 
schools.  
As I have discussed in the earlier sections of this chapter and in Chapter Five, by 
comparison with all the other schools, most teachers of the RGS were of the view 
their principal managed the school with dedication. There was some evidence towards 
this as according to the teachers the way the principal had organised the school 
activities relating to both students and teachers, and the troubles the principal took to 
arrange the various resources and fulfil the shortfall of teachers for the school through 
a bureaucratic system made a difference to the quality of school life. It was probably 
because of this that many teachers said that most parents did not want the principal to 
be transferred from the school. It seemed that it was due to these measures and the 
efforts of both the principal and the teachers, which encouraged some mothers to 
question and demand an explanation for matters relating to the academic aspects of 
their daughters.  
6.1.8 7KHµK\VWHUHVLVHIIHFW¶RISDUHQWDOKDELWXV 
The above theme discussed middle-FODVV PRWKHUV¶ LQWHUDFWLRQ ZLWK WHDFKHUV DQG
principal that involved balancing of power relations between the stakeholders. 
However, one other pattHUQ RI SRZHU SOD\ HPHUJHG IURP WKH WHDFKHUV¶ GDWD ZKLFK
involved incompatibilities and friction between teachers and parents, underpinned by 
the feeling of field encroachment for teachers in school. This appeared perplexing and 
interesting, in addition to being submissive and deferent to teachers in most matters of 
WKHLU FKLOGUHQ¶V HGXFDWLRQ WKH VDPH ZRUNLQJ-class/uneducated) parents were 
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GHVFULEHGE\WHDFKHUVDVLQGLIIHUHQWWRWHDFKHUV¶DXWKRULW\E\H[KLELWLQJSUDFWLFHVDQG
behaviours that defied the structural dynamics of the school. This indicated that for 
some teachers, because of the gaps or differences in the levels of habitus, parental 
SUDFWLFHVLQVFKRROZHUHIHOWDQGH[SHULHQFHGDVRXWRIVWHSRUGLVSOD\HGDµVWUXFWXUDO
ODJ¶%RXUGLHX E FDOOV WKLV³K\VWHUHVLVRIKDELWXV´ZKLFK LV ³WKHVWUXFWXUDO
ODJEHWZHHQRSSRUWXQLWLHVDQGWKHGLVSRVLWLRQV´RIDJHQWVZKLFKVRPHSDUHQWVFRXOG
not appropriate, because of the field differences and the associated differences in the 
quality of habitus. For RQH WHDFKHU WKH ³hysteresis effect´ %RXUGLHX  RI
parental habitus seemed to underpin the structured or conditioned role of the habitus 
and field in parental practices or interaction:  
When I was in another school in another village, mothers there did not bother 
to go through official or formal procedure of seeing or taking their daughters 
IURPVFKRRO7KH\ZRXOGJRVWUDLJKWWRWKHLUGDXJKWHU¶VFODVVDQGZRXOGWDNH
them. They would totally ignore my authority and did not bother to give 
details as to where and why they are taking their daughter. I as a head-teacher 
then intervened and changed their habits, and trained all the people to follow 
the required procedures and formalities in such instances. It was hard for 
them to do away with their old habits, but I was successful in changing their 
behaviours. Mothers there were so indifferent in their behaviour that they 
would not greet us when we [teachers] would be sitting in the courtyard of 
the school. (Teacher RGS) 
It seems clear from the above excerpt that mothers in their practices in the school 
replicated their habitus that mirrored the structures and practices of their home and 
community field dynamics. Hence, the teacher experienced that there was no harmony 
EHWZHHQ WKH PRWKHUV¶ KDELWXV DQG WKH ILeld structures of the school (Reed-Danahay 
2005:130), as the school operated on a different set of logic and practice that required 
appreciation of and adherence to the rules and practices of the institutional habitus. 
Bourdieu explains this more succinctly:  
The presence of the past in [the] false anticipation of the future performed by 
the habitus is, paradoxically, most clearly seen when the sense of the 
probable future is belied and when dispositions ill-adjusted to the objective 
chances because of a hyVWHUHVLVHIIHFW«DUHQHJDWLYHO\VDQFWLRQHGEHFDXVH
the environment they actually encounter is too different from the one to 
which they are objectively adjusted. (Bourdieu 1990b:62) 
6LQFH WKH µGLVSRVLWLRQV¶ RI WKH PRWKHUV ZHUH µRXW RI SKDVH¶ DQG WKHLU SUDFtices 
µREMHFWLYHO\ LOO-DGDSWHG WR WKH SUHVHQW FRQGLWLRQV¶ %RXUGLHX E RI WKH ILHOG
dynamics of school, the practices of mothers were seen and described as a challenge 
WR WHDFKHUµDXWKRULW\¶ZKLFKUHTXLUHG LQWHUYHQWLRQIRUFKDQJLQJRUDGDSWLQJSDUHntal 
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habitus according to the structures and practices of the school. This shows that the 
perception and experience of power relations with parents was far from simple. 
Rather the perception of interaction with parents in school was a diverse and complex 
process that had different meanings for different teachers, which signified the role of 
KDELWXVDQGILHOGLQVWUXFWXULQJWHDFKHUV¶SHUFHSWLRQVDQGSUDFWLFHV 
6.1.9 Section summary 
This section considered perceptions of power relations of teachers with parents. It 
would appear from the discussion above that, most teachers were unanimous in 
considering that most (working-class and uneducated) parents did not see themselves 
equal in power with teachers and school and were usually submissive and deferent to 
teacher authority. For many teachers the difference in the level of education of 
teachers with parents was one of the primary reasons for the perceived difference in 
uneven power relations of parents. This suggests that the resultant difference in the 
quality of habitus between the teachers and parents implied that a majority of the 
SDUHQWVUHOLHGRQWKHWHDFKHUMXGJHPHQWDQGGHFLVLRQDERXWWKHLUFKLOGUHQ¶VHGXFDWLRQ
In addition, most parents were said to be submissive and deferent because of the 
cultural conQRWDWLRQRIWKHWHDFKHUEHLQJWKHLUFKLOGUHQ¶VWHDFKHUGXHWRZKLFKSDUHQWV
were said to be submissive and respectful.  
However, some female teachers shared another dimension of power relations with 
some uneducated mothers in which they described mothers as squabbling and 
confrontational, and arrogant on some minor issues or on the failure of their daughters 
in examinations. For these teachers, such an approach of these mothers was because 
they themselves came from such a home background where it was common to get 
confrontational on trivial issues. However, in case of the male teachers, some 
described and had experienced that some parents and other people were a source of 
power tussle and tension in school. This meant that people who had political 
connections and were relatively well off were more likely to cause trouble, considered 
teachers inferior and would use their status and position to influence teachers to their 
advantage. In addition, for some teachers some parents were unruly and threatening. 
Many female teachers were of the view that as some mothers visited school only 
when their daughters failed examinations, it was then that such mothers would tend to 
become unruly and arrogant. However, the experience that some male teachers shared 
suggested that some parents would be such that they would resort to getting physical 
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with teachers, but only in very rare cases. However, for some teachers parental 
arrogance and aggression was also due to their social class and their social, cultural 
and political connections, due to which some parents challenged teacher authority. 
The social positioning of teachers also led some teachers to share their experiences of 
how some parents could use their social class and status to belittle the teacher status 
and considered them inferior in terms of power relations.  
However, generally teachers felt more dominant and confident because a majority of 
the parents were uneducated and the cultural desirability of the respects for the 
teacher. What this also meant is that the field dynamics of the school had a different 
set of logic and practice compared to the structure and function of the home due to 
which most parents experienced unequal power relations with teachers. Therefore, the 
social and cultural capital that the mostly working-class parents made use of in their 
interaction with teachers was probably not sufficient for the parents to comprehend 
the educational jargon and the field dynamics of school life that led to the perception 
of teachers feeling more confident and dominant in their power relations.  
,Q DGGLWLRQ WKHFXOWXUDOGHVLUDELOLW\RIHQWUXVWLQJRQH¶V UHVSRQVLELOLWLHVRIFKLOGUHQ¶V
education to teachers meant that parents viewed teachers more powerful and their 
stances as obliging. In terms of power relations, there was also some evidence of 
handling dominant parents that seemed to have a middle-class background. In this 
regard, there was some evidence in the RGS that suggested that the institutional 
habitus created and developed by the principal seemed to have encouraged some 
(middle-class) mothers to question and demand an explanation for matters relating to 
the academic aspects of their daughters. 
6.2 Perceptions of parental involvement 
7KLV VHFWLRQ H[SORUHV WHDFKHUV¶ SHUFHSWLRQs of parental involvement and visits to 
school. Whilst the teachers differed in many ways in their experiences of parental 
interaction in school, the data reveals that for most teachers the concept of parental 
involvement or interaction was either not significant or at most centred around 
coQGXFW DWWHQGDQFHRU IDLOXUH LVVXHVRI VWXGHQWV&OHDUO\ WKH WHDFKHUV¶KDELWXV DQG
WKH ILHOG LQIOXHQFH RI WKH UHVSHFWLYH VFKRROV ZHUH LPSRUWDQW LQ VWUXFWXULQJ WHDFKHUV¶
dispositions and experiences of parental involvement or un-involvement in the school. 
In this sense, most teachers appeared unanimous that parental involvement was not a 
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structured component of the school activities. However, despite the unanimity of 
views and experiences, many teachers had differing perspectives about parental 
involvement or participation in the school, which throws some light on the respective 
UROHRIWHDFKHUV¶KDELWXVDQGWKHVWUXFWXULQJUROHRIWKHILHOGLQIOXHQFHRIWKHVFKRROLQ
WHDFKHUV¶SUDFWLFHV 
1RSDUHQWDOLQYROYHPHQWµparents have never been invited to co-curricular 
activities¶ 
As discussed in the preceding chapter, the school and home clearly had a different 
logic of practice and operated on different continuums. It was the habitus of teachers 
and the corresponding field dynamics of schools that led most teachers to argue that 
their pedagogic practices were embedded in the constraints they faced and in the 
structural and functional limitations of the schools. The perception of parental 
involvement in the school activities of children therefore was improbable for many 
teachers: 
No, parents have never been invited to co-curricular activities. We used to 
have a programme for the students with the name of Bazm-e-Adab [literary 
association or co-curricular activities], some three years back, in our last 
period at the school. This programme used to include some interesting 
activities [such as debates, dramas, poetry competition etc.,] which used to 
fully engage the students. But as this programme would be conducted at the 
end of all periods, sometimes when it would not be held, teachers would look 
for excuses to go early to their homes and therefore it was stopped by the 
principal. (Teacher RBS) 
Whilst all the schools did have some forms of co-curricular activities organised for 
the students, which relied much on the interest of the principal and the teachers 
concerned, the perception of parental involvement or participation in such activities 
did not form a structured component of the school programme. In this sense, many 
teachers were critical of the role of parents in that they mostly saw parents as 
uninterested and least concerned about the education of their children. This was 
problematic, since it was the schools and teachers that felt constrained by the question 
of involving or inviting parents, both structurally and functionally. Most teachers 
WKHUHIRUH KRPRJHQLVHG DQG SRUWUD\HG SDUHQWV DV µKDUG WR UHDFK¶ &UR]LHU 	 'DYLHV
2007).  
As might be evident from the excerpt above, parental participation did not feature in 
the institutional habitus of all the schools. The structure of practices of most teachers 
were preconditioned to some specific practices in which accommodating parental 
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involvement required extension of structures and practices that rested on extending or 
DGDSWLQJ WHDFKHUV¶KDELWXV DQG WKH UHODWHG Iield structures of the schools. Therefore, 
the overall field influence of school had set for teachers a collective tone for the way 
they perceived parents, their social class, status and habitus. The fact that there were 
clearly some physical and functional constraints in schools, determined much of what 
and how the teachers thought about parents and their involvement patterns in school. 
This was made more complicated by the teacher habitus as for most of them parental 
involvement in school, although was a positive activity, working towards engaging 
and communicating with parents was not considered possible because of the various 
constraints the teachers said they faced in school. Therefore, the majority of them 
implicitly considered parental involvement beyond their purview.  
3DUHQWDOLQYROYHPHQWLQVFKRROµwKHUHWKHUHLVDZLOOWKHUHLVDZD\¶ 
As I briefly introduced at the start of this section, some teachers shared differing 
views and experiences of parental involvement and participation in school. Defying 
all the odds, and working against the seemingly hostile forces of the field structures 
DQG SUDFWLFHV WKH LQGLYLGXDO DQG VROLWDU\ H[SHULHQFHV UHJDUGLQJ VRPH WHDFKHUV¶
initiatives of parental involvement provides a surprising perspective and alternative to 
WKHDOUHDG\HVWDEOLVKHGQRWLRQVRI WHDFKHUV¶SUDFWLFHV WKURXJKZKLFK WKH\YLVXDOLVHG
experienced, and justified their experiences of parental un-involvement in the school. 
One teacher in the UBS in the FGD shared this aspect of personal initiative and 
reflection: 
When I came to [join] this school, I initiated Bazm-e-Adab which used to 
include debates, naat khwani, skits, and dramas. All these [activities] used to 
be performed by students grade-wise. Parents, even councillors and members 
of other public offices used to attend these activities. We used to hold big 
gatherings. By participating in these programmes, parents used to have 
communication with the school. Then, a principal came [got transferred to 
this school] who being an old person, was very touchy. He was very critical 
of those [co-curricular] activities and said that these should be stopped 
because these fun and games are unbecoming with [us as] a school. He 
completely stopped all those activities while he was here (for 2½ years). 
(Teacher, FGD, UBS) 
All the other teachers listening to the teacher in the discussion were expressing their 
DSSURYDORIWKHWHDFKHU¶VH[SHULHQFHDQGZHUHWHVWLI\LQJWRZKDWWKHWHDFKHUVDLG7KLV
personal initiative of the teacher clearly spelt out not only instituting a system and a 
programme of student activities that the teacher claimed proved successful in the 
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seemingly difficult physical and functional constraints of the public schools, but also 
there was evidence of parental involvement and engagement in these activities in the 
school. Furthermore, to arrange such activities, the teacher would have invested 
considerable time and effort and as a result would have involved other teachers and a 
considerable number of students to plan, organise, and execute the various stages of 
mostly student-led programmes. These experiences and activities were on the one 
hand a source of change and adaptation of habitus for all those involved that included 
teachers, students and their parents. However, on the other hand, the tHDFKHU¶V
GHVFULSWLRQ RI WKH SULQFLSDO DV µROG¶ DQG µWRXFK\¶ VXJJHVWV WKDW WKH SULQFLSDO EHLQJ
resistant to change, had an inflexible habitus. This suggests that the principal may 
have seen the teacher-initiated student-led activities as a challenge to his authority and 
power. This therefore resulted in the stoppage of those student activities. For many 
teachers, this was true LQ WKH FDVH RI PDQ\ µROG¶ principals who, they argued, were 
promoted to the SULQFLSDO¶Vpost after their modest start as untrained teachers in times 
ZKHQ WKH WHDFKLQJ SURIHVVLRQ ZDV PRVWO\ VHOHFWHG QRW DV D µFKRLFH¶ EXW UDWKHU E\
FRPSXOVLRQ DQG µFKDQFH¶ Furthermore, my own experience of the field was that, 
compared to the more mature DQGµWUDGLWLRQDO¶teachers (as some teachers put it), most 
middle-aged and young teacher participants had more ideas, knowledge and 
understanding of the issues surrounding parental involvement and interaction in 
school.  
6.2.3 Benefits of parent involvement in school 
In extending the above argument and following on discussion, initiating co-curricular 
activities, and involving students and parents in school life, produced an array of 
practices that some teachers in the FGD at the UBS argued culminated positively, 
both in qualitative and quantitative terms, in the school. In qualitative terms, 
according to the teachers, these activities not only resulted in improved performance 
and quality of education for the students, but the students were also instrumental in 
inviting their fathers to the school. In quantitative terms, the parents by their 
involvement and engagement with the school, according to their capacities and skills, 
helped to provide various provisions and services in the school. This suggests that one 
WHDFKHU¶VLQLWLDWHGSUDFWLFHVQRWRQO\SURYHGEeneficial but also resulted in the change 
of habitus of all those involved: 
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We used to have one contact with parents in the Bazm-e-Adab activities 
organised at three monthly, six monthly or at yearly intervals. Once, a 
member of a trade union had commented LQRXU>VFKRRO@KDOO³ZKHQ,XVHGWR
pass by this school, a lot of noise [of students] used to come from the 
classrooms. But now when I pass by, I do not hear any noise. So my 
DVVHVVPHQW LV WKDW WKH VWDQGDUG RI HGXFDWLRQ KHUH KDV LPSURYHG´ Parental 
visits had another added advantage; their >IDWKHUV¶@FRQWDFWZLWKVFKRROZDVD
source of [generating] donations for the school. Due to these programmes, I 
remember that, one water cooler was installed, six ceiling fans were provided, 
a father painted the front entrance to the school and some people made 
banners. The students used to use their initiatives and we had made a [money] 
fund for this [such activities]. (Teacher, FGD, UBS) 
«WKHVWXGHQWVXVHGWRWHOO WKHLUIDWKHUVWRYLVLWVFKRROWKDWZHKDYHa such-
and-such programme in school and you should come to participate. (Teacher, 
FGD, UBS) 
As has been argued above, the institutional habitus resulted in instigating activities 
and practices that proved beneficial for both students and parents in many ways. The 
teachers demonstrated that the school transformed into a hub of activities for students, 
which led to the reduction in behaviour problems of students and an increase in 
education standards. This also establishes that parents, when properly and formally 
involved, can have a major role in resolving the various problems in the school. 
Moreover, this particular example counters or negates the homogenised notion of 
parents in which most teachers saw most parents as uninterested in the affairs of their 
children. Because of the participation of parents in the school, not only their 
knowledge of the school would have increased, but also the underlying structures of 
their habituses would have been shaped positively. However, as discussed in the 
previous section, the surprising thing here is that, instead of encouraging and 
supporting the activities at school that were both productive and participative for the 
VWXGHQWVWHDFKHUVDQGSDUHQWVWKHSULQFLSDO¶VUROHZDVGHVFULEHGDVKLJKO\FULWLFDODQG
bureaucratic, which underpinned the traditional form of principalship.  
6.2.4 µLD\HUVRILQIOXHQFH¶ of parents 
2QHRIWKHWKHPHVWKDWHPHUJHGIURPWKHWHDFKHUV¶GDWDDERXWSDUHQWDOLQYROYHPHQWRU
interaction with the school pertained to the way some teachers described it as having 
µOD\HUV RI LQIOXHQFH¶ &UR]LHU  +RZHYHU PRVW RI WKLV OD\HUHG LQIOXHQFH RI
parental engagement was rooted in and operating from the home rather than in school. 
For most teachers, such influence of parents was more complex for girls than for 
boys, as the culture and logic that underpinned parental habitus mapped more closely 
the sensitivities of issues around girls and their participation in various programmes in 
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school. Accordingly, teachers had adjusted their habitus and practices that reflected 
the culture and practices of parents and their home and community contexts.  
For most teachers in all the schools, though they did see and appreciate some parental 
role in the education of their children, the structure of their habitus and the field 
influence of the school had conditioned their responses in a way that they mostly 
contextualised parental influence only in the context of school interest, interaction, 
and participation: 
They [parents@GRQ¶WFRPH7KH\DOWRJHWKHUGRQ¶WDVNDERXWVXFKDFWLYLWies or 
WDNH DQ\ LQWHUHVW WKHUHLQ « 3DUHQWV >usually fathers@ GRQ¶W DOORZ WKHLU
daughters to participate in various activities such as games or activities 
RUJDQLVHG E\ WKH 5HG &UHVFHQW 3DUHQWV GRQ¶W DOORZ WKHLU GDXJKWHUV «
(Teacher RGS) 
Whilst most teachers widely agreed that parents had a diminished and deferent role in 
WKHDIIDLUVRIWKHLUFKLOGUHQ¶VHGXFDWLRQWKH\PRVWO\SUHVHQWHGDKRPRJHQLVHGLPDJH
RI SDUHQWV LQ YDULRXV LVVXHV DQG DVSHFWV RI WKHLU FKLOGUHQ¶V HGXFDWLRQ 7KLV ZDV
problematic since, given that most teachers saw most parents as poor, working-class, 
less educated, and hence depicted them as less interested; the very act of sending their 
children to school could be interpreted as involvement, albeit indirectly through their 
children. Moreover, given the structure of their habitus and the field influence of both 
the community and school structures, parental habitus was influenced more by the 
prevailing structures of practices that had a dominant cultural influence, which had 
conditioned and cRQVWUDLQHGWKHIRUPVRUµOD\HUVRISDUHQWDOLQIOXHQFH¶&UR]LHU
as a home based phenomenon (see Chapters Seven and Eight). In other words, 
whilst most parents were QRWVHHQDVGLUHFWO\LQYROYHGLQWKHDIIDLUVRIWKHLUFKLOGUHQ¶V
education, their involvement patterns had a dominant layered cultural influence that 
was deeply positioned in the home context rather than more actively engaging with 
the school. Some teachers were therefore better able to go beneath these structures 
and analyse the more intricate issues surrounding parental influence: 
Parents do have a role in co-curricular activities of their children in the sense 
WKDW WKH\ DXWKRULVH WKHLU FKLOGUHQ¶V SDUWLFLSDWLRQ LQ WKHVH DFWLYLWLHV ,W LV DQ
important issue, especially when it comes to participation of girls in various 
activities, which is an issue in our culture. Few girl students get permission 
from their homes for participation in the games or other related activities. 
Many parents may not be aware of the importance of participation of their 
daughters in such activities. However, I have seen here in this school that 
PDQ\VWXGHQWVJHWSHUPLVVLRQIURPWKHLUSDUHQWV«7HDFKHU5*6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As I briefly introduced in the beginning of this section and as has been highlighted in 
the above excerpt, parental influence was more dominant, intricate and complex for 
the girls as much of the practices of girls at home and at school were deeply ingrained 
in the cultural sensitivities that revolved around issues of honour and pride. Therefore, 
most female teachers were of the view that the resultant web of parental influence was 
more constraining for girls for their participation in various activities that would 
require them to go beyond their school premises. Most teachers also were of the view 
that parental influence in monitoring the day-to-day aspects of most girls was stricter 
compared to what it was in practice for boys. Therefore, as female teachers were well 
acquainted with the underlying structures of parental habitus and the issues and 
sensitivities that involved girl students, most female teachers had a more thorough 
approach and an understanding of the issues around parental approval and permission 
UHJDUGLQJ WKHLU GDXJKWHUV¶ SDUWLFLSDWLRQ LQ JDPHV RU VRPH RWKHU UHODWHG DFWLYLWLHV
Since the female teachers were equally aware of the intricacies of the social and 
cultural game that was being played outside the school in the various contexts, most 
of them would also make sure of the privacy and safety of their girl students in and 
outside the school. The following field note will help clarify this point further: 
$VHQLRUWHDFKHULQWKH8*6VKDUHGDQH[SHULHQFHRIDSDUHQW¶VLQIOXHQFHLQ
an issue that involved the participation of his daughter in a competition 
involving a mixed gathering of girls and boys schools and other concerned 
officials both male and female. The father of the girl, who was working in a 
university library, learning that his daughter was participating in an event 
where her voice was to be heard by other people (especially males), declined 
to give permission to his daughter and exchanged unpleasant words with the 
principal over the telephone on the matter. The senior teacher in charge of 
preparing the students for this event repeatedly had to convince and plead to 
the father for permission. After repeated requests, the parent gave permission 
to his daughter for participation in the event. However, the teacher further 
explained that, when the girl in question came first in the competition and 
EURXJKWDWURSK\KRPHWKHIDWKHU¶VDWWLWXGHFKDQJHd dramatically and he was 
all in praise for his daughter. (Field notes 11/10/06) 
This establishes on the one hand, the culturally dominant layered influence upon 
parental habitus that even for educated parents was difficult to change. On the other 
hand, it also establishes that the concern of the school and teachers in devoting time 
and effort for communicating with the parent resulted in positively moulding or 
changing the habitus of the parent. 
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6.2.5 Section summary 
In summary, parental involvement or engagement with the school appeared to have 
different meanings, evoked different experiences and had different implications for 
different teachers. The findings appear to suggest that the field dynamics of the 
VFKRROV XQGHUSLQQHG E\ WKH WHDFKHUV¶ KDELWXV JRYHrned much of the pedagogic 
practices of the teachers that led most teachers to cite their school constraints as 
limiting them from involving parents in school. In other words, the structure of 
practices of most teachers were preconditioned to some specific practices in which 
accommodating parents and ensuring their involvement required extensions of 
VWUXFWXUHVDQGSUDFWLFHVWKDWUHVWHGRQH[WHQGLQJRUDGDSWLQJWHDFKHUV¶KDELWXVDQGWKH
related field structures of the schools. However, there were exceptions to such a 
general trend. Some teachers, claimed to have used their personal initiative to 
organise and conduct co-FXUULFXODU DFWLYLWLHV IRU VWXGHQWV WKURXJK ZKLFK SDUHQWV¶
involvement and engagement in school was also ensured. My own experience of the 
fielGZRUN VXJJHVWV WKDW FRPSDUHG WR WKH PRUH PDWXUH RU µWUDGLWLRQDO¶ WHDFKHUV WKH
majority of the middle aged and young teacher participants seemed to have more 
ideas, knowledge and understanding of the issues surrounding parental participation 
and interaction in school. Through their experience, some teachers explained the 
benefits accrued to school whilst parents participated in co-curricular activities of 
students. They argued that the benefits to school were qualitative and quantitative. In 
qualitative terms, parental involvement appeared to influence a reduction in behaviour 
problems of students and an increase in their academic achievement. In quantitative 
terms, through donations and parental help and services, a number of physical 
improvements were made to school.  
However, a number of female teachers shared that there was a strong cultural aspect 
of parental involvement that appeared to have layers of influence especially for girl 
students. These layers of parental influence were not so much in school, rather 
operated distantly from home. For most female teachers, such influence of the parents 
were more complex for the girls than for boys, as the culture and logic that 
underpinned parental habitus mapped more closely the sensitivities and issues around 
girls and their participation in various programmes in school or related venues outside 
school. In other words, whilst most parents were not seen as directly involved in their 
FKLOGUHQ¶V HGXFDWLRQ WKHLU LQYROYHPHQW SDWWHUQV KDG D GRPLQDQW OD\HUHG FXOWXUDO
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influence that were deeply positioned in the home context rather than more actively 
engaging with the school. Concerning the sensitivities of issues around girl students, 
most female teachers had a more thorough approach and an understanding of the 
issues DQG FRQFHUQV DURXQG SDUHQWDO DSSURYDO DQG SHUPLVVLRQ RI WKHLU GDXJKWHUV¶
participation in co-curricular activities, which the teachers also directed towards a 
cultural understanding of privacy and safety of girls implicitly directed towards issues 
of honour and dignity.  
6.3 Perceptions of barriers to parental involvement/visits  
Having considered the discussion in the above sections, one would expect that 
teachers would be unanimous in declaring the part that school and teachers generally 
play in not involving parents or acting as a barrier to their visits. However, 
surprisingly, the data reveals that most teachers apparently see no barriers to parental 
visits to school, except the parents themselves. Whilst there were some pertinent 
issues concerning the way parental habitus was organised around visits to their 
FKLOGUHQ¶V VFKRRO GLVFXVVHG IXOO\ LQ Chapters Seven and Eight), despite most 
teachers¶ insistence that there were no barriers to parental visits, many visible and 
invisible barriers seemed to have e[LVWHG WKDW DSSHDUHG JURXQGHG LQ WKH WHDFKHUV¶
habitus and field dynamics of the schools. However, many teachers did point out 
VRPHLVVXHVDQGIDFWRUVWKDWVHHPHGWRFRQWULEXWHWRZDUGVEDUULHUVWRSDUHQWV¶YLVLWs to 
school. The issues identified as barriers concerned the structural and functional 
restrictions and limitations of the school, and issues concerning parents and their 
background. However, for many teachers the school culture was a major barrier to 
parental involvement, which indicates the important role that the field or institutional 
KDELWXVSOD\VLQVWUXFWXULQJWHDFKHUV¶WKRXJKWDQGDFWLRQV 
6.3.1 No barriers: where is the missing link? 
One of the most common responses of most teachers to the question of barriers to 
parental visits was that they did not see any apparent barriers to the involvement or 
visits of parents to school. The general perception of most teachers was that since 
most parents were uneducated and belonged to a social class that gave low priority to 
education, their interest in YLVLWLQJVFKRRODQGDVNLQJDERXWWKHLUFKLOGUHQ¶VHGXFDWLRQ
and progress was therefore not a priority. Moreover, most teachers were also of the 
view that, because parents were preoccupied in earning their livelihood or were 
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engaged in some similar tasks, they did not have the time to think about issues 
FRQFHUQLQJ WKHLU FKLOGUHQ¶V HGXFDWLRQ LQ VFKRRO %\ LPSO\LQJ WKDW WKHUH ZHUH QR
barriers to parental visits to school, most teachers homogenised parents as if 
representing a single entity and most portrayed DOOSDUHQWVDVµKDUGWRUHDFK¶&UR]LHU
& Davies 2007; Davies 1993) i.e. it was the parents who did not want to visit the 
school. Some teachers even went to such lengths in saying that: 
«They [parents] would be very concerned about their livestock [goats and 
sheep]±about their well-being and their offspring etc.±EXW ZRQ¶W DVN DERXW
their flower-like [innocent, tender] children«7HDFKHU)*'8%6 
This a powerful statement that seems to malign parents for their non-involvement in 
the matters of their childUHQ¶V HGXFDWLRQDQGH[RQHUDWHV WKH WHDFKHUV DQG VFKRRO IRU
the responsibility they have in ensuring effective and productive communication with 
parents (as discussed in Chapter Five, Sections 5.1 & 5.2). However, most teachers 
were of the view that schools did not pose any barriers to parental visits: 
There are no barriers [to parents] from the school side. They do not take 
interest in school visits. We want it that they come and hold discussion [with 
teachers]; [as a result] their children will improve [in education etc.]. 
(Teacher UGS) 
Clearly, when most teachers were of the view that they contacted parents only (and 
YHU\UDUHO\ZKHQµWKHLUFKLOGZDVLQWURXEOH¶RUKDGEHKDYLRXUFRQGXFWRUµDFDGHPLF
SUREOHPV¶ 'DYLHV  WKH LVVXH RI EDUULHUV WR parental visits becomes more 
clear as in the structure and function of school parents were usually perceived as an 
outside entity. This demonstrates the importance of the role that the habitus and field 
SOD\VLQVWUXFWXULQJDQGFRQGLWLRQLQJWHDFKHUV¶DWWLWudes and practices that shaped their 
µVFKRROYLHZ¶RISDUHQWDOHQJDJHPHQWZLWKWKHVFKRRO 
1REDUULHUVµiW¶VWKHSDUHQWVZKRGRQ¶WFRPH¶ 
In all the schools, all teachers were in favour of and showed their willingness and 
desire to parental involvement and visits to the school. However, the reality was that, 
apart from some very few school-initiated contacts with parents relating to conduct 
and other school related matters of children, there was literally no involvement of the 
parents in the schools. There were clearly issues in the schools, which most teachers 
argued required them to devote more time and energies to wrestle with, for example, 
overcrowded classrooms (of mostly working-class and poor students) and the need for 
the completion of the assigned course contents in the academic year. Yet, despite this, 
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some teachers had demonstrated that they managed to initiate some activities in 
school that also ensured parental participation and helped the school in many other 
ways (see Sections 6.2.2 and 6.2.3). It meant that even though there were problems of 
various sorts in the school, when some teachers consciously made some effort, they 
PDQDJHGWRLQYROYHWKHSHUFHLYHGµXQLQYROYHG¶SDUHQWV&UR]LHULQYDULRXV
school programmes. However, despite this, the general perception of most teachers 
was that parents were responsible for not visiting the school. Some teachers acceded 
to the role that some teachers played in acting as a barrier to parental visits, and in 
outlining what aspects or factors parents had the power to question or enquire if they 
visited the school: 
There are no barriers from the school side. I would like them to visit school. 
There may be, there are a few teachers who may not want that parents visit 
school, but it does not mean that it is what the majority of teachers want. But 
if parents are interested and wish to visit [school], for example, they can 
check the notebooks of their children and ask questions about why a 
particular class has not been conducted for so many days and enquire about 
its reasons. Here months would pass by without some teachers attending the 
FODVVHVEXWSDUHQWVZRXOGQRWDVN$FWXDOO\SDUHQWVWKHPVHOYHVGRQ¶WLQWHUDFW
with their children, because of their lack of interest in the school. (Teacher 
RBS) 
It was one thing that most teachers showed their enthusiasm and willingness to meet 
with parents, but actually engaging with them in school matters was a different thing, 
which in practice was not happening due to a number of factors, both in-school and 
that SHUWDLQLQJ WR SDUHQWV )URP WKH SDUHQWV¶ VLGH FOHDUO\ VLQFH PRVW WHDFKHUV
described them as working-class and poor, naturally, there were issues of power and 
difference in the amount and quality of capital and habitus the parents possessed, 
which had impOLFDWLRQV IRU SDUHQWV¶ FRPPXQLFDWLRQ ZLWK the school (see Chapter 
Eight+RZHYHUIURPWKHWHDFKHUV¶VLGHPRVWWHDFKHUVHVSRXVHGD³GHILFLWYLHZ´RI
SDUHQWVWKDWFKDUDFWHULVHG³ORZ-LQFRPHIDPLOLHVDQGWKHLUFRPPXQLWLHV´DVQRWYDOXLQJ
education highly, wKLFKPHDQWWKDWSDUHQWVKDG³OLWWOHWRRIIHUWRWKHHGXFDWLRQRIWKHLU
FKLOGUHQ´ 'DYLHV -209). This naturally had implications for the parents to 
consider the school structures as alien territories that had a logic and practice of its 
own, and proEDEO\EHFDXVHRI WKLVPRVWSDUHQWVGHIHUUHG WR WHDFKHUV¶DXWKRULW\DQG
FRQVLGHUHGWKHPDVµin loco parentis¶GLVFXVVHGIXOO\LQChapter Seven). 
Moreover, as has been indicated in the above excerpt, many teachers were also of the 
view that in public schools, a considerable number of teachers did not attend to their 
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professional obligations properly (given the context and the school they were working 
in), which was seen as an instituted pattern that represented teachers of public schools 
LQ WKHLU µWUDGLWLRQDO¶ UROHV ,Q WKHLU UHVHDUFKRQ OHDUQLQJ LQSXEOLFSULPDU\VFKRROV LQ
Pakistan, Warwick and Reimers (1995) provide a vivid description of the underlying 
IDFWRUVWKDWVWUXFWXUHWKHµWUDGLWLRQDO¶UROHRIWHDFKHUVLQSXEOLFVFKRROV,WLPSOLHVWKDW
the field dynamics of the public schools had a particular culture that had a structured 
DQGVWUXFWXULQJUROHRYHUWKHWHDFKHUV¶KDELWXVDQGSUDFWLFHV7KLVDSSHDUHGVREHFDXVH
many teachers did not share and discuss the hostile patterns of teacher interaction with 
parents that some research talks about in the context of Pakistan:  
Teacher interaction with parents was minimal and hostile. In one case, poor 
parents said that they were invited to withdraw their children when they 
complained. Middle-class parents tended to receive more civil responses. 
(Khan 2003:369) 
This resonates with the international literature. The pattern of interactions and 
relations of teachers vis-à-vis middle-class and working-class parents clearly vary 
along the social class fault lines and their underpinning related dynamics, which has 
different implications and experiences for the stakeholders (e.g. Crozier 1997, 2000; 
Lareau 1987, 1989; Hanafin & Lynch 2002; Reay 1998a, 1998b; Vincent 1996a). 
µ7LPH¶DQGµVSDFH¶DVEDUULHUV 
Whilst most teachers were of the view that it was not the school but the parents who 
GLGQRWZDQWWRFRPHWRRUHQJDJHZLWKWKHVFKRROEHFDXVHRIWKHLUµGHILFLW¶'DYLHV
1993), there were also many teachers who believed that some structural and 
functional issues of the school prevented parental involvement or engagement with 
WKH VFKRRO ,Q WKH LQWHUYLHZV DQG GLVFXVVLRQV PDQ\ WHDFKHUV FRQVLGHUHG µWLPH¶ DQG
µVSDFH¶DVFRQVWUDLQLQJIDFWRUVWRHQJDJHZLWKRULQYROYHSDUHQWVLQVFKRRO 
In my opinion, some of the issues about involving or engaging parents in the 
school are that we do not have any appropriate place [room] where we could 
sit with them and talk [on various issues concerning their child]. Secondly, 
ZH GRQ¶W KDYH HQRXJK time [to meet with them]; [there is every likelihood 
that our daily] periods [classes] suffer. (Teacher UGS) 
It might be evident from the above assertion that accommodating parents was more 
than a physical labour. Whilst the physical space was as an issue for accommodating 
parents in school, implicit in this constraint of the many teachers was the view that it 
required mental labouring to have to think about accommodating parents in school. In 
other words, by citing such constraints as obstacles or barriers to parental 
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involvement, what the teachers implied was the difficulties of extending the already 
conditioned and established boundaries of their habitus, which were positioned 
strongly in the field structures of school.  
0RUHRYHU DPRQJ WKH RWKHU FRQVWUDLQWV IRU PDQ\ WHDFKHUV µWLPH¶ DV D FRQVWUaint in 
meeting parents was as an important factor within the schools, which was conditioned 
in such a way that accommodating parents was not generally seen as a viable option. 
A number of obstacles and barriers to parental involvement in schools have also been 
identified in the research literature, which were also echoed by many teachers in the 
LQWHUYLHZV DQG GLVFXVVLRQV 7KHVH REVWDFOHV EURDGO\ LQFOXGH ³OLPLWHG VNLOOV DQG
knowledge among parents and educators on which to build collaboration, restricted 
opportunities for interaction, and psychological and cultural barriers between families 
DQGVFKRROV´0ROHV-36). Other teachers also echoed some of these: 
There are no such apparent barriers towards parental involvement in school. 
But from disciplinary aspects [school functionality], there are some barriers 
such as; firstly, teachers have not got extra time to give to parents and 
secondly, if all parents start coming to school then it would be difficult to 
cope with them. Our office and classrooms are all in one place, our school is 
not that spacious, and therefore when a father visits the school, he would call 
for his child to see him as well. So regarding this there are [potential] 
problems. A teacher cannot attend to 4 or 5 parents at a time and discuss with 
them their issues [concerning their children]. (Teacher UBS) 
$Q DOPRVW LGHQWLFDO DUJXPHQW LGHQWLI\LQJ WKH FRQVWUDLQWV RI µWLPH¶ DQG µVSDFH¶ LQ
meeting and greeting parents in school also runs through the above excerpt. This 
establishes an important point that I discussed above that stressed that the habitus and 
ILHOG LQIOXHQFHKDV DQ LPSRUWDQW UROH LQ VWUXFWXULQJ WHDFKHUV¶ DWWLWXGHVDQGSUDFWLFHV
Since parental involvement or their visit to the school was not a structured or formal 
component of all the schools, the resultant perceptions and experiences of the teachers 
signified the constraints of the structures and practices in the schools, which they 
found difficult to extend beyond their normal routines. Clearly, given the number of 
students in the schools, the potential involvement of the parents was perceived as 
overburdening the workload of the teachers. However, this again indicates the role of 
KDELWXV WKDW KDG VWUXFWXUHG WKH WHDFKHUV¶ SUDFWLFHV LQ ZD\V WKDW DFFRPPRGDWLQJ
alternative or more open structures of practices were seen as fraught with problems. 
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6.3.4 Culture of separation as a barrier  
In extending some of the themes that I discussed in Chapter Five (Section 5.3) about 
the role of institutional habitus in the communication dynamics of teachers, some 
teachers highlighted the role that the school culture played in creating barriers to 
parental visits to the school. From the interview and FGD data of the teachers, it 
appeared that the school culture was an amalgam of factors. It was not only 
dominantly constructed and instituted through the role that teachers played in it, but 
also the socio-KLVWRULFDO FRQWH[W RI VFKRROV DV LQVWLWXWLRQV DQG WKH VWXGHQWV¶ VRFLDO
class and their conditioned role in it, formed an important part of the collective 
outlook that shaped and influenced the practices of all the stakeholders involved in it. 
The institutional habitus thus formed had a different set of logic and practice (from 
WKDWRIWKHKRPHDQGFRPPXQLW\WKDWKDGDQDOPRVWFRPSOHWHµFXOWXUHRIVHSDUDWLRQ¶
GHHSO\ HQWZLQHG LQ WKH VFKRRO FXOWXUH ZKLFK ZDV VHHQ DV SURGXFLQJ µVXVSLFLRQ¶ LQ
ERWK WHDFKHUV DQG VWXGHQWV IRU RXWVLGH DJHQWV VXFK DV SDUHQWV ,Q WKLV µFXOWXUH RI
VHSDUDWLRQ¶ VWXGHQWVDOVREOHQGHG LQZHOO DV WKHLUFXULRVLW\ WR ILQGDERXW WKe nature 
DQG SXUSRVHV RI SDUHQWV¶ YLVLWs to school was described by some teachers as a 
deterrent for parental involvement in school:  
,IDJLUO¶VPRWKHUFRPHV>WRVFKRRO@ WKHQLWEHFRPHVDFDXVHRIFRQFHUQIRU
all students who become suspicious as to why the mother [of such and such 
girl] has come to school and is roaming around, and they [students] think that 
what possibly might have happened. It is also because of this reason that 
parents feel discouraged and do not want to come. They might think that, 
³what is the need for going after our daughters in school, let them continue 
WKHLUVWXGLHV>LWGRHVQRWPDWWHU@ZKHWKHULW>WKHLUHGXFDWLRQ@LVJRRGRUEDG´
(Teacher UGS)  
This may have had some role in the way some, many or most students would have 
thought about the visits of parents and the implications of such visits that may have 
OHGWRWKHVWXGHQWV¶JRVVLSLQJTXHULHVDSSUHKHQVLRQVDQGLQVRPHFDVHVWDXQWLQJHWF
The important point in the above excerpt is the indication or the presence of the 
culturHRIVHSDUDWLRQWKDWZDVH[LVWLQJRUSUHYDLOLQJLQWKHILHOGVWUXFWXUHVRIWKHJLUOV¶
VFKRROVWRZKLFKWKHVWXGHQWV¶KDELWXVKDGDFFRUGLQJO\EHHQDGDSWHGOHDGLQJWKHPWR
UHJDUG SDUHQWV ZLWK µFRQFHUQ¶ DQG µVXVSLFLRQ¶ 0RUHRYHU WKLV DOVR reveals the 
structured role of the habitus of the teachers that led them to describe the way 
practices were enacted in the school, which generally formed the institutional habitus. 
It was probably this enacted institutional habitus, and the underlying void in the 
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structure of practices of relations with parents, which one teacher in the UGS 
articulated quite clearly in the following words: 
Sometimes, some mothers would come and wander around in the school, not 
knowing where to go. For such mothers, there must be a person who could 
direct such parents to their respective areas or to teachers where they could be 
directed or told to wait for the respective teachers whom they want to meet 
with. There is also a lack of facilities as well [to support such functions in 
school]. People [students and teachers] become suspicious about a woman 
clad in a chaddar [burqa], who is wandering around in school, [and they 
think] what could be the reason behind this? There is a general perception 
that mothers are felt as being a disturbance to the normal functionality of the 
school and it is a collective thinking of all the people in school. Because we 
all feel, why has this woman come to school? A teacher on duty concerning 
maintaining discipline, or any other teacher or concerned person of school 
ZRXOGDVN³ZK\VXFKDQGVXFKZRPDQKDVFRPH>WRVFKRRO@"´DQGWKHZRUG
would spread from mouth to mouth to all teachers and [among] students. 
(Teacher UGS) 
The way the respondent has described the scenario, given its cultural underpinning, 
gives a vivid VSDWLDO UHSUHVHQWDWLRQ RI KRZ PRWKHUV µZDQGHU¶ LQ VFKRRO 'XH WR
FXOWXUDO LPSOLFDWLRQV YLVLWLQJ D JLUOV¶ VFKRRO DQG D ER\V¶ VFKRRO DUH FRPSOHWHO\
GLIIHUHQW H[SHULHQFHV WKH JLUOV¶ VFKRRO LQ PDQ\ ZD\V is almost completely out of 
bounds for male visitors, compared to the relatively unhindered access to a ER\V¶
VFKRROWKXVUDLVLQJTXHVWLRQVRIZKHWKHUWKHUHDUHDQ\VWUXFWXUHVDWDOOIRUWKHER\V¶
schools. However, there were structures and mechanisms that were put in place, albeit 
differently in these schools i.e. of boys and girls, of meeting and greeting parents and 
resolving the problems of students, which involved the concerned teachers or the 
heads in the prevailing practices within the schools. Yet, all these practices depended 
heavily on the teachers, their contexts, and the institutional habitus of the schools, 
which determined the nature and quality of relations with parents. There is therefore a 
need to explore and illuminate a few important points in the context of the above 
quotation.  
Firstly, since the structure and practices of the schools were different from the 
structure and practices of the home, most teachers, therefore saw incompatibilities in 
UHODWLRQVZLWKSDUHQWV WKDW OHG WKH WHDFKHUV WRGHVFULEHSDUHQWVDV LQWUXGHUVDQGDV µD
disturbancH WR WKHQRUPDO IXQFWLRQDOLW\¶RIVFKRROV6HFRQGO\ IRUPRVW WHDFKHUV WKH
incompatibilities in relations with parents were VHHQDVDµJHQHUDOSHUFHSWLRQ¶RUDVD
µFROOHFWLYHWKLQNLQJ¶WKDWIRUPHGWKHLQVWLWXWLRQDOKDELWXVRUILHOGG\QDPLFVRIVFKRROV
leading to the perception and understanding of the culture of separation, in which 
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SDUHQWVZHUHVHHQDVDµGLVWXUEDQFH¶7KLUGO\DOOWKLVPHDQWWKDWPRVWWHDFKHUVLQWKH
interviews and discussions felt, experienced and expressed a particular kind of void 
and gap that existed in the practices between them and the parents. Whilst most of 
them appeared eager to bridge the gap and to involve parents in school, they were 
constrained by a number of factors, some systemic and some perceived, that had not 
only conditioned their habitus, but also collectively shaped the field structure of 
schools.  
,W¶VDOODERXWJLYLQJµLPSRUWDQFH¶WRSDUHQWVDQGµOLVWHQLQJ¶WRWKHP 
It became abundantly clear from the data that the interplay between institutional 
habitus and the KDELWXV RI WHDFKHUV PRVWO\ HVSRXVHG µDXWRFUDWLF¶ VWUXFWXUHV LQ WKH
schools that had varying shades and layers depending on the structure and contexts in 
which they operated, due to which it was less likely to maintain communication with 
parents (Hornby 2000; Oplatka 2004). Moreover, since most of the teachers 
GHPRQVWUDWHG WKDW SDUHQWV¶ YLVLWV WR WKH VFKRRO ZHUH DQ ³H[FHSWLRQ´ UDWKHU WKDQ D
³UXOH´(Khan et al. 2005:208) that entailed some very pressing issues or problems of 
children, for many teachers the field structures of school and the practices within it 
therefore were not conducive to accommodating parents. Therefore, to negotiate these 
µDXWRFUDWLF¶ VFKRRO VWUXFWXUHV HIIHFWLYHO\ RI WKRVH SDUHQWV ZKR YLVLWHG VFKRRO RU
operated indirectly or remotely, many of them had developed social networks with 
WHDFKHUVRURWKHUSHUVRQQHOLQVFKRROE\XVLQJµFUHGLWVOLSV¶&ROHPDQ6DVD
form of social capital, to resolve the issues and concerns regarding their children. 
However, for many others who did not KDYH µSHRSOH¶ RU OLQNV ZLWKLQ WKH VFKRRO
structures or who did not have enough power to assert their authority, the possibility 
RIµOLVWHQLQJ¶WRWKHP$WNLQet al. 1988) and giving them importance was bleak: 
May be±IURP WKH SULQFLSDO¶V VLGH RU IURP WHDFKHUV¶ VLGH±when parents ask 
about something they are not given much importance and are overlooked; one 
[teacher] would say [to a parent], go upstairs and some others would say go 
downstairs [for some matters related to their child]. The other day, I met an 
old man who was wandering around in school and wanted someone to guide 
him to the in-charge of admissions to hand in a certificate. He did not know 
the direction of the office to go to and I helped him by accompanying him to 
the said place. In the same manner, when you take care of parents, and they 
feel that teachers listen to them, then parents would come and visit school. 
But on the contrary, if one teacher says sit there and another teacher says sit 
VRPHZKHUHHOVHDQGJRWKHUHDIDWKHUZRXOGWKLQN³ZKDt sort of environment 
is this; what sort of teachers and school is this;´ no one takes care in guiding 
and facilitating parents. And we [teachers] are like this; we are not helpful in 
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providing proper guidance to fathers and are less understandable of their 
points of view. (Teacher UBS) 
The way the teacher has described the interplay between the field structures and 
WHDFKHUV¶KDELWXV WKDWFUHDWHGDQXQZHOFRPLQJHQYLURQPHQW LQPDQ\GLIIHUHQWZD\V
IRU WKH SDUHQWV LQ VFKRRO PD\ EH VHHQ DV RQH YHUVLRQ RI µUHDOLW\¶ WKDW H[LVWHG LQ
practice. Yet, there are important points in this excerpt that most teachers shared both 
in the urban and rural schools. Firstly, for most teachers there was the element of class 
and status consciousness that operated very strongly both in the social structures 
outside the school and within the school domain. For instance, some of those parents 
who appeared middle-class from their dress and demeanour, and asserted their 
authority and social-connectedness, were more likely to be heard, given importance 
and their issues and concerns addressed promptly (see Sections 6.1.3 and 6.1.5 for 
related discussion), compared to what it would have been for the parents from 
working-class or poor background. Secondly, at the micro-interactional level there is 
evidence to support the above assertion that the field dynamics of the school and 
WHDFKHUV¶ KDELWXV ZHUH QRW DSSURSULDWHO\ VHQVLWLVHG WR LQFRUSRUDWH WKRVH ZRUNLQJ-
class) parents who visited school as individuals and equal stakeholders in the process 
of education. Therefore, for such working-class parents the influence of the school 
µHQYLURQPHQW¶ ZRXOG UHVXOW LQ XQSOHDVDQW H[SHULHQFHV IRUPLQJ ODVWLQJ LPSUHVVLRQV
that act as a barrier or obstacle to their future visits (see Chapter Eight, Sections 
8.4.3 and 8.5.3).  
6.3.6 Section summary 
To recapitulate, for most teachers there were no apparent barriers to parental 
involvement or visits to school. Most of them were of the view that, since parents 
themselves were uneducated and had little interest in tKHLUFKLOGUHQ¶VHGXFDWLRQWKHy 
were least inclined to visit school. However, this appeared to suggest that most 
teachers homogenised parents as if representing a single entity and therefore 
SRUWUD\HGWKHPDVµKDUGWRUHDFK¶0RUHRYHUDVWKHPDMRULW\RIWhe teachers only and 
very rarely contacted parents when their child was in trouble or had behaviour, 
conduct or academic problems, it would appear that barriers to parental involvement 
were from within the school as in the structure and function of school, parents were 
usually perceived as an outside entity. However, the general perception of most 
teachers was that parents were responsible for not visiting school. Moreover, as most 
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WHDFKHUVHVSRXVHGDµGHILFLWYLHZ¶RIWKHSDUHQWVWKLVVHHPHGWRKDYHLPSOLcations for 
the parents to consider school structures as alien territories, that had a logic and 
practice of its own, which seemed to have created barriers for parental engagement 
with the school.  
Alongside this, many teachers also believed that some structural and functional issues 
of the school prevented parental involvement and engagement with the school. The 
most mentioned of these were the time and space constraints that prevented 
engagement of the parents in school. Implicit in this constraint seemed to be the factor 
that it required mental labouring for the teachers to have to think about 
accommodating parents in school. By this, most teachers seemed to mean the 
difficulties of extending the already established and conditioned boundaries of their 
habitus that were strongly positioned in the field of school. Moreover, this also 
LQGLFDWHG WKH VWUXFWXUHG UROH RI WKH WHDFKHUV¶ KDELWXV DQG SUDFWLFHV GXH WR ZKLFK
accommodating alternative and more open structures of practices were seen as fraught 
with problems.  
6RPH WHDFKHUV KRZHYHU KLJKOLJKWHG WKH PRUH LPSRUWDQW LVVXH RI WKH µFXOWXUH RI
VHSDUDWLRQ¶DVDEDUULHUWRSDUHQWDOLQYROYHPHQWZLWKWKHVFKRRORUWHDFKHUV,WZRXOG
appear from the discussion that the culture of separation was dominantly constructed 
and instituted through the role that the teachers played in the school. Moreover, the 
socio-KLVWRULFDOFRQWH[WRIVFKRRODQGWKHVWXGHQWV¶VRFLDOFODVVDQGWKHLUFRQGLWLRQHG
role in it, formed an important part of the collective outlook that shaped and 
influenced the practices of all the stakeholders involved in the school that created 
spaces of exclusions and separation for the parents. The feeling of separation between 
the school and home was also because of the huge disparities and incompatibilities 
between the structures of the habitus and practices of the teachers and parents in their 
respective spheres as well as with one another.  
Consequently, some teachers argued that the autocratic structures that existed in 
school posed barriers to parental involvement in which parents felt less important and 
QRW EHLQJ µOLVWHQHG¶ WR SURSHUO\ 7KH LVVXH RI JLYLQJ LPSRUWDQFH WR DQG OLVWHQLQJ WR
parents was compounded by at least two factors. For most teachers the class and 
status consciousness operated very strongly both within and outside the school 
structures, which according to some teachers posed barriers to parental visits. In 
addition, as a result, at the micro-interactional level, generally, the field dynamics of 
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WKHVFKRROVDQGWKHWHDFKHUV¶KDELWXVZHUHQRW appropriately sensitised to incorporate 
working-class parents as individuals and equal partners, which, according to some 
teachers, resulted in unpleasant experiences for the parents who visited school and 
hence posed as barriers or obstacles to their future visits.  
6.4 Perceptions of the role of PTA 
Whilst the various educational policies and plans of Pakistan emphasise the 
importance of parents and their involvement in the education of children, it has been 
very recently that the Government of Pakistan made it mandatory for every school to 
have a PTA. Yet, most teachers questioned the functionality of the PTA in schools 
DQGGHVFULEHGLWRQO\DVDµODEHO¶6RPHWHDFKHUVKDYHWKURZQOLJKWRQWKHVWUXFWXUHRI
the PTA and the nature of responsibility it entails in school. Moreover, many teachers 
were of the view that the social and cultural aspects and related influences 
undermined the effectiveness of the PTA in public schools, which highlight the role 
that the habitus and field play in structuring practices of the agents. However, a 
careful analysis of the data revealed that the positions teachers hold in the field of 
school is one that underpins µSOD\LQJ WKH JDPH¶ %RXUGLHX D E\ SURWHFWLQJ
RQH¶VVWDNHV LQDZD\ WKDW WKHSURMHFWHGµUHDOLW\¶GRHVQRW represent a clash between 
WKHLQWHUSOD\RIWKHWHDFKHUV¶RZQKDELWXVDQGWKHILHOGVWUXFWXUHVRIWKHVFKRRO 
6.4.1 The role of the PTA in school: policy provisions  
As I demonstrated in the discussion in the foregoing sections, in the structure and 
practices of the schools and teachers, parental involvement or visits to schools did not 
feature as a dominant or important aspect of the relations between teachers and 
parents. The major thrust of the teachers and schools was on the issues and concerns 
that most teachers saw as constraints of their work patterns in the school, which most 
of them claimed prevented them from engaging parents in the school or 
communicating with them at home. Moreover, for most teachers the responsibility of 
the non-involvement of parents in the school lay with the parents themselves, as most 
parents were perceived as uninterested and less involved in the school affairs of their 
FKLOGUHQ¶VHGXFDWLRQERWKDWKRPHDQGDWVFKRRO,QDGGLWLRQPRVWWHDFKHUVGHVFULEHG
parents as less awarH DERXW WKHLU FKLOGUHQ¶V HGXFDWLRQ DQG UHODWHG LVVXHV EHFDXVH RI
their social class and working-class background and lack of education.  
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7KHUH LV D UHDVRQ WR EHOLHYH KHUH WKDW PDQ\ RI WKH LVVXHV OLVWHG DERYH LQGLFDWH ³WKH
active presence of past experienceV´ %RXUGLHX E DQG SUDFWLFHV RI ERWK WKH
WHDFKHUV DQG SDUHQWV WKDW ZHUH ³LQ DFFRUGDQFH ZLWK WKH VFKHPHV HQJHQGHUHG E\
KLVWRU\´%RXUGLHX+HQFHWKHSUDFWLFHVRIWKHWHDFKHUVZKLFKDVD³SUHVHQW
SDVW´WHQGHG³WRSHUSHWXDWHLWVHOILQWRWKHfuture by reactivation in similarly structured 
SUDFWLFHV´ KLJKOLJKWHG WKH LPSRUWDQFH RI WKH UROH WKDW WKH KDELWXV DQG WKH ILHOG RI
VFKRRO SOD\HG LQ HQVXULQJ ³WKH µFRUUHFWQHVV¶ RI >WKH WHDFKHUV¶@ SUDFWLFHV DQG WKHLU
FRQVWDQF\ RYHU WLPH´ %RXUGLHX E In other words, most of what most 
WHDFKHUV VKDUHG DV WKHLU SUDFWLFHV LQGLFDWHG ³WKH DFWLYH SUHVHQFH RI WKH ZKROH SDVW´
(Bourdieu 1990b:56), probably due to very little change in the nature of their habitus 
and the overall field structures. This, could be traced back to, and was also spelt out 
very clearly, decades ago in a Conference in Peshawar (Khan 1956). The experiences 
of the teachers also mirrored in the findings of the Conference, highlighted and 
identified the reasons for the gulf that existed between the school and the home, and 
more specifically between the teachers and the parents:  
x ³7HDFKHUV DUH SRRUO\ SDLG +HQFH WKHLU VSDUH WLPH LV VSHQW LQ
supplementing their income through extra work. [This was widely agreed 
by the teachers, both male and female] 
x Heads of schools tend to discourage teachers from freely contacting 
parents. [see Sections 6.2.2 and 6.2.3 for relevant discussion] 
x Teachers are not generally treated well by the parents. [see Sections 
6.1.3, 6.1.4 and 6.1.5 for relevant discussion] 
x The Department of Education was said to be suspicious about such 
[parental involvement] activities. 
x There is no organisation of the teaching profession, which was a pre-
requisite to parent-teacher cooperation. 
x The present heavy curriculum leaves no time for the teacher to devote 
himself [sic] WR DFWLYLWLHV RWKHU WKDQ WHDFKLQJ´ >VHH Chapter Five, 
Section 5.2.1] (Khan et al. 1956:89-90) 
Given this backdrop, it may not come as a surprise that for most teachers there were 
issues around the role and effectiveness of the PTA in schools and of parental 
involvement in it. In Pakistan, parental involvement in the schools through a PTA as a 
mandatory component is a relatively new idea, introduced in the early 1990s. Yet, for 
a long time, various government policies, plans and other relevant educational 
documents have acknowledged and emphasised the importance of the role parents 
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play in the education of children, albeit differently (GoP 1947, 1959, 1971, 1972, 
1978, 1998, 2003a, 2003b, 2005, 2006).  
At the time, during and around the 1960s, when Western Europe was working 
³WRZDUGV IRUPDO SDUHQWDO LQYROYHPHQW LQ WKH PDQDJHPHQW DQG FRQWURO RI VFKRROV´
(Beattie 1978:41), a conference on the objectives of secondary education in Pakistan 
had also worked out in considerable detail issues around parent-teacher relations and 
the importance and establishment of the PTA in schools (Khan 1956). In addition to 
considering the various constraints and issues that were hindering parental 
involvement in the school, the conference suggested some practical activities for the 
schools for ensuring parental participation. The proposed suggestions were not only 
argued to benefit all the stakeholders and as a means of developing close home and 
school ties but the conference also argued that the effective functioning of the PTAs 
ZRXOG DOVR KHOS DFFRPSOLVK WKH ³HGXFDWLRQDO REMHFWLYHV´ Khan et al. 1956:90-91). 
Yet, the findings of this document are relatively unknown and do not appear to have 
been taken up by the subsequent educational policies and documents. Consequently, 
the language and tone of the text used for parents in some of the later policy 
documents appears to be harsh, and the thrust seems to be mainly on considering 
parents solely responsible for the education of children: 
«7KHSHRSOe must accept the fact that since it is they and their children who 
benefit most from educational [sic], the sacrifices required must be borne 
primarily by them. Acceptance of this principle would create an identification 
of the community with the schools that does not now exist. Such an 
identification finds expression in a deepening concern for the nature and 
scope of the educational programme; a spirit of co-operation between parent 
and teacher; and a genuine recognition of the contribution of the school to the 
life of the community. (GoP 1959:9) 
It is widely agreed, that it is the responsibility of the schools and teachers to contact 
parents, to involve them in the education of their children, and to develop strategies to 
connect home with school (Chavkin 1993). Yet, in the quotation above, the manner in 
which parents are cautioned, for the role they have to play in the education of their 
FKLOGUHQDQGWKHµVDFULILFHV¶WKH\QHHGHGWRPDNHLQWKLVUHJDUGGHSLFWDVWUXFWXUHRI
thought deeply entrenched in autocratic and bureaucratic structures/fields that seems 
to disregard the importance and value of parents. Moreover, at another place in the 
Report, such aspects and issues overshadow the role of the PTA and parents that 
otherwise should stem or develop from the working of the PTA itself:  
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No hierarchy of officials can itself give the schools the spirit and quality 
needed. The attainment of such aims requires the combined efforts of 
administrations, headquarters, teachers and the community. All efforts should 
be made to awaken the pride of the local communities in their schools by 
participation in school activities, attendance at school ceremonies, and the 
development of parent-teacher associations on a wide scale. (GoP 1959:143) 
However, as I pointed out earlier in this section, it was only in the early 1990s that the 
Government of Pakistan made it mandatory for every public school to have a PTA. In 
1993, the Government of NWFP was the first to introduce PTAs in public primary 
schools by forming around 17,000 PTAs until 2003 (GoP 2003c). In NWFP, recent 
figures for the number of PTAs in the public primary schools for the year 2006-2007 
were 22281, with 1150 regarded as non-functional; the number of PTAs in the public 
middle and secondary schools for the same period was 4217, with 354 as non-
functional (GoNWFP 2008).  
The above figures regarding the functional PTAs might give an impression that all of 
these were active in involving parents in school and in arranging and executing 
various programmes and activities. However, the research data reveals that most 
teachers were critical of the existence and functionality of the PTA in school. 
Nevertheless, since the scope of my study was to explore the relations between 
parents and teachers in some specific schools, there would have been a number of 
successful PTAs amongst the number mentioned above. Yet, in the context of my 
study, when asked about the functionality of the PTA in school, most teachers 
GHVFULEHG LW DV µQRQ-H[LVWHQW¶ UHJDUGHG LW RQO\ DV D µODEHO¶ RU DW Post saw it as a 
spending body, disbursing a modest amount of funds on school maintenance. The 
H[SHULHQFHVRIWKHWHDFKHUVVHHPWRUHIOHFWWKHµUHDOLW\¶RQWKHJURXQGDQGVLJQLI\WKH
role of the habitus and field as structuring forces of the behaviours and practices of 
the stakeholders. Similarly, in so doing, it also seems that most teachers were 
³GLVSRVHGWRWXUQLQJWKHLUJD]HRQRWKHUSHRSOH>LHSDUHQWV@´(Webb et al. 2002:106) 
and on the conditions and situations that lay outside the schools. However, most of 
WKHP ZHUH ³PXFK PRUH UHOXFWDQW WR WXUQ WKLV JD]H XSRQ WKHPVHOYHV´ (Webb et al. 
2002:106) and upon the field dynamics of school and the structure of their own 
practices. I discuss these issues and aspects in the sections that follow. 
6.4.2 Perceptions of the structure and funds of the PTA 
As can be clear from the discussion of the previous sections, a majority of the teachers 
described the school practices and their professional obligations as constraining 
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factors, which they argued did not leave them any time to have contact with parents. 
7KHUH ZDV VRPH ZHLJKW LQ WKH WHDFKHUV¶ DUJXPHQW WKDW LQ PDQ\ ZD\V WKH
RYHUVXEVFULEHG VFKRROV DQG RYHUFURZGHG FODVVURRPV QRW RQO\ DIIHFWHG WKH µVFKRRO
FXOWXUH¶EXW DOVRKDG LPSOLFDWLRQV IRUPDLQWDLQLQJ D µJRRG UHODWLRQVKLS¶ DQGFRQWDFW
with parents (Salfi & Saeed 2007:614). Yet, some teachers demonstrated that despite 
many of these constraints, they claimed to manage successfully and hold various 
activities for the students in school that also ensured parental participation. Given this 
context, it is therefore necessary to reemphasise that the interplay between the 
WHDFKHUV¶KDELWXVDQGWKHILHOGG\QDPLFVRIWKHVFKRROVDQGWKHEURDGHUVRFLDOILHOGV
determined much of what most teachers discussed around the role of PTA and its 
structure and related aspects.  
Given this backdrop, it may not come as a surprise that many respondents held and 
shared conflicting perspectives about the structure and composition of the PTA in 
school: 
We have a PTA here, but no one gives time to us. PTA means that parents 
must be a part of this association and willing members to do various things. 
The structure of the association is such that out of eight members, six must be 
parents whose children are studying in the school and the principal acts as a 
secretary of the association whereas the Nazim [administrator] of the local 
area acts as its chairperson. A few teachers at the discretion of the principal 
could also be included in the association. (Teacher RBS) 
« >The composition of the PTA is such that] there is a chairperson and a 
secretary who is the principal of the school; one member is a retired 
government employee and four parents are its members, selected by the 
chairperson. (Principal, RBS) 
The difference in the accounts and perspectives of the respondents shows that the 
37$DV DERG\KDYLQJ FOHDUO\GHILQHGFRQWRXUV DQG UHPLWVZDV ³\HW WRJHW a foot-
hold in the rigid socio-FXOWXUDO HQYLURQPHQW´ 8VPDQL  LQGLFDWLQJ WKH
SHUPDQHQFHDQGFRQVWDQF\RIWHDFKHUV¶KDELWXVDQGILHOGVWUXFWures within the public 
schools and broadly within social spheres. Moreover, there is some evidence here that 
E\³WXUQLQJWKHLUJD]H´(Webb et al. 2002:106) on parents, it seemed that the majority 
of teachers wanted to protect their (field) positions and the associated stakes, and 
WKHUHIRUHWRPDLQWDLQWKHLUKDELWXV³LQDVWDWHRIHTXLOLEULXP´:DWWV7KH\
ZDQWHG WR MXVWLI\ WKH VWUXFWXUHG DQG VWUXFWXULQJ UROH RI WKH VFKRRO SUDFWLFHV ³DV D
QDWXUDO IDFWRUDJLYHQVWDWHRIDIIDLUV«>OHJLWLPDWHG@E\ FRPPRQ WDFLW DJUHHPHQW´
*UHQIHOO 	 -DPHV  ,Q WKH ZRUGV RI RQH SULQFLSDO WKLV ZDV EHFDXVH ³Whey 
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>GLG QRW@ ZDQW WR H[SRVH WKHPVHOYHV´ ,W ZDV SUREDEO\ EHFDXVH RI WKLV WKDW WKH
PDMRULW\RIWKH³WHDFKHUV>WDFLWO\@YLHZHGSDUHQWV¶LQYROYHPHQWYLDWKH PTA as a threat 
DQGDQLQWHUIHUHQFHLQWKHLUDIIDLUV´.KDQ+RZHYHUDSDUWIURPWKLVRQH
of the other issues regarding the composition of the PTA was that some participants 
were amazed to express that officially teachers did not become members of the PTA: 
Surprisingly, there are no teachers as its members. As the name indicates, 
teachers should also have been part of the association. (Principal, RBS) 
The evidence gleaned from the GoNWFP website reaffirms the above assertion that 
teachers did not figure as members of the PTA. The official composition of a PTA is 
such that out of the total eight members, five are parents (of whom one acts as its 
Chairperson) and the remaining three are the head of school (as Secretary), a retired 
government official and an elder of the community (GoNWFP 2001, online). 
However, whilst teachers officially were not represented on PTAs on paper, a number 
of empirical studies in the context of Pakistan and NWFP found that in many cases it 
was the teachers and their relations that dominated PTAs in schools: 
«WKHVHRUJDQLVDWLRQVKDYHQHYHUZRUNHGHIIHFWLYHO\RQDODUJHVFDOH5XUDO
«37$VLQSDUWLFXODUDUHGRPLQDWHGE\WHDFKHUVUDWKHUWKDQSDUHQWV7LPet 
al. 2005:28) 
In many cases, the committees were stacked with the head-WHDFKHUV¶UHODWLYHV
friends, and retired teachers, and they had no parents on them. (Khan 
2003:369) 
,W DOVR QRWHZRUWK\ WR PHQWLRQ WKDW ZKLOVW RQ WKH RQH KDQG PDQ\ 37$V LQ ER\V¶
schools were dominated by teachers, researchers also argue that the participation of 
ZRPHQDQGPRWKHUVRQ37$VLQJLUOV¶VFKRROVZDVDOVRDQLVVXHVLQFHLWZDVWKHPHQ
who operated these associations: 
,Q 1:)3 WKH 37$V « IRU JLUOV¶ VFKRROV LQFOXGHG WKH KXVEDQGV RI IHPDOH
teachers and other male notables. (Khan 2003:372) 
The underlying reason for this could be that the conservative culture and the dominant 
patriarchal traditions, especially in the rural areas, rarely had any space for the women 
to engage in activities and programmes that would involve interaction and 
communication outside the home in the school context and in the broader social 
spheres. Many teachers, especially female teachers, were of the view that this 
conservative culture (in many ways in the urban context and specifically in the rural 
areas) restricted women to actively participate and integrate in the various social 
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VSKHUHVDQGWRKDYHDµYRLFH¶RIWKHLURZQ0\UHVHDUFKDOVRHVWDEOLVKHVWKLVXSWRDQ
extent as the chairperson of the PTA in the RGS was a male notable of the area. The 
principal argued that the chairperson of the PTA was better placed to address the 
issues of the students and teachers that required interaction and communication with 
people and offices outside the school, which in most cases were dominated by men.  
Related to the structure and composition of the PTA was the theme of funds and their 
spending. Many respondents did not know much about the related aspects of PTA 
funds and the very few who did have some knowledge, held varying perspectives: 
PTAs are only constituted for disbursing funds. (Teacher UBS) 
This has recently been constituted a year ago. The thing is that, [regarding the 
PTA and its allied funds] no difference has been made between a school 
having two classrooms and another one having 30 or 40 classrooms. 
Naturally, in terms of the expenditure on daily consumables, the requirements 
of these schools vary tremendously. The total funds allocated to a PTA is Rs. 
15000, out of which Rs. 3000 goes in paying [illegal] commissions and the 
rest of the amount (Rs. 12000) is not sufficient enough to do the needful. 
(Teacher RBS) 
Whilst the secretary and chairperson jointly maintained the bank account of a PTA 
(Go NWFP 2001, online), one head of a school said that the performance of PTAs 
was far from ideal:  
The secretary and the chairperson are joint signatories of the PTA bank 
account, and the remit of the PTA is to monitor and supervise school-based 
GHYHORSPHQW SURMHFWV DV ZHOO DV WR KDYH D FKHFN RQ WHDFKHUV¶ SHUIRUPDQFH
However, the functioning of the PTA in schools is far from ideal. (Principal 
RBS) 
RHODWLYHO\ UHFHQW UHVHDUFK XQGHUWDNHQ MRLQWO\ E\ WKH $'% DQG 'I,' RQ µLPSURYLQJ
GHYROYHG VRFLDO VHUYLFH GHOLYHU\ LQ 1:)3 DQG 3XQMDE¶ DOVR SURYLGHs empirical 
evidence to many of the aspects that constrain the functioning of PTAs and the issues 
of funds: 
9HU\VPDOOIXQGVDUHDOORFDWHGWRSXUFKDVHUHVRXUFHPDWHULDOVIRUWHDFKHUV«
this is exacerbated by low maintenance budgets, making it very difficult for 
VFKRROV « WR RSHUDWH )XQGV LQWHQGHG IRU « SDUHQW WHDFKHU DVVRFLDWLRQV
(PTAs) under the «1:)3(GXFDWLRQ6HFWRU5HIRUP3URJUDPPHVRIWHQIDLO
to reach their targets. For example, although PTAs in NWFP were 
supposedly provided with PRs. 1,750 per classroom per year, few of the 
teachers interviewed were aware of this provision. (Tim et al. 2005:6) 
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In addition to the lack of proper coordination in sending funds to schools and their 
spending by PTAs, research has also established that misuse and pilfering of funds 
was an issue as well: 
The provincial department in NWFP reports that for the last 2 years, the bulk 
of these funds remained unused. In Abbottabad, there were complaints that 
the funds arrived so late in the fiscal year, and without any prior notice, that 
they had to be returned unspent. The district education office in Dera Ismail 
Khan indicated that each classroom was provided with PRs. 1,750 per annum 
for repair and maintenance, but that the teachers themselves appeared 
unaware of this funding. (Tim et al. 2005:19) 
« 0RUHRYHU DOORFDWHG QRQ-salary budget funds, including PTA funds on 
instructional material, often do not reach the intended local school owing to 
OHDNDJHV«(World Bank & GoNWFP 2005:80)  
In some remote districts, the chowkidars [caretakers/guards] and their 
relatives are misusing the PTA funds. (Usmani 2003) 
It is clear from the above quotations that the lack of liaison between the various 
segments of the government machinery not only hampered the delivery and 
monitoring mechanisms of the PTA funds but also the pilfering of funds at the various 
levels, especially at the end-user level, meant that the majority of the PTAs had no 
functional significance. However, whilst the role of funding was important for 
effective functioning of the PTA, some participants were of the view that more 
important was the willingness of the parents, teachers and community members to 
cooperate and work together for a common good, that signified a shared habitus as a 
JHQHUDWLYHEDVLVIRU³RULHQWDWLQJVRFLDOSUDFWLFH´*UHQIHOO	-DPHV 
The PTA is allocated around Rs. 12,000 per year, but if that amount is spent 
appropriately it can be a good thing. It is also one of the responsibilities of 
the PTA to generate more funds from various other means, but no one spares 
time for such things. However, there are some exceptions to this, especially 
outside the Peshawar region, which have generated funds of around Rs. 
200,000 to Rs. 300,000 that were used in constructing classrooms etc. Here, I 
have also said to my teachers, that we need to look for some such people 
[parents/community members] who could help us in the school matters, and 
that people can donate some material things for effective school functioning. 
(Principal, RBS) 
There has been enough empirical research evidence to support the above statement of 
the respondent. A number of studies, having a specific focus on the primary level of 
education, have shown and documented the potential and success of PTAs and 
schools through community engagement and involvement even in the most under-
developed, backward and culturally conservative areas in various parts of Pakistan 
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(e.g. Farah 1996; Jamil 2002; Khan 2003; Kim et al. 1998; Tahira & Braathe 2007). 
However, on a large scale, at local and national level, research is critical of the role of 
PTAs and question their effectiveness and functionality in school (Khan 2003; 
Robson 2004; Shah 2003; Tim et al. 2005; World Bank & GoNWFP 2005). 
6.4.3 Functionality of PTA: µlLPLWHGWRLWVQDPH¶µLVMXVWDODEHO¶ 
In the preceding two sections, I discussed the background and structural aspects of the 
PTA in schools, which established that generally the role of the PTA was far from 
ideal. Therefore, apart from some successful cases where active school and 
community involvement resulted in enhanced learning opportunities for children and 
a better quality of education, a majority of the teachers were of the view that PTAs 
were not functional in schools. Since the PTAs were generally not regarded as active 
and functional bodies in schools, the data reveals that many teachers did not have 
enough knowledge about them and some teachers were not even aware of their 
existence and their role within the school. It therefore may not come as a surprise 
when some teachers made comments like:  
I remember sometime back a PTA¶s meeting was held in the school where I 
was working before. However, since then there has not been any interest 
towards this. No PTA meeting has ever happened here [in this school]. 
(Teacher UGS) 
PTA « in my understanding, it is just limited to its name and it has not 
played any of its roles in the affairs of the school, until now. A 37$¶VUROHLV
restricted to the maintenance and physical aspects of school, and there is no 
concern towards the other functional aspects of school such as teaching 
quality, curriculum issues or parental involvement. (Teacher RBS) 
A Parent-Teacher Association has been constituted but it is just a label and is 
not functional in any real sense. Until now, I have not seen any activity 
[meetings etc.] regarding this [PTA]. (Teacher RBS) 
These statements, depicting the role and place of PTAs in the structure and practices 
of schools, signify the interplay between the habitus of the agents and field dynamics. 
There is also enough empirical research evidence that resonates with, supports and 
shares the perceptions and experiences of the respondents cited above. Moreover, 
these studies have thrown more light on some of the dimensions and aspects of PTAs 
and the related teacher and school processes that the majority of teachers as 
µVWDNHKROGHUV¶GLGQRWGZHOOXSRQLQWKHLQWHUYLHZVDQGGLVFXVVLRQV 
Also it was found that most Parent Teacher Associations were non-functional 
or were inactive. (Robson 2004:7) 
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In most of the schools the SMCs [PTAs] have no functional role except for 
some involvement in school finance. Majority of the SMCs [PTAs] are not 
clear about their roles and responsibilities. Participation of SMCs [PTAs] in 
school management has been declined because of discouragement, lack of 
flexibility in utilization of funds, and lack of training. (Shah 2003:28) 
Teacher recalcitrance was a major reason for the non-functioning of PTAs. 
+RZHYHU RWKHU LPSRUWDQW IDFWRUV LQFOXGHGSDUHQWDO LOOLWHUDF\«SRYHUW\«
VXVSLFLRQ WKDW WHDFKHUV ZHUH PLVDSSURSULDWLQJ « IXQGV DQG ODFN RI WLPH
(parents felt they had limited time and that education was the schoRO¶V
responsibility). (Khan 2003:369) 
It is apparently common to find head teachers appointing parents to the 
committees themselves. This, combined with the lack of awareness among 
SDUHQWV WKH ODFNRIGLUHFWIXQGLQJIRUVFKRROV«PHDQV WKDW«37$VKDYH
little influence. (Tim et al. 2005:28)  
The excerpts above have identified a number of important factors and processes 
which seemed to have worked both individually and reciprocally to render PTAs as 
LQHIIHFWLYH µQRQ-IXQFWLRQDO¶ DQG RI µOLWWOH LQIOXHQFH¶ LQ most schools. It is therefore 
important to understand and discuss the underlying dimensions of these structures and 
practices, both contextually and theoretically.  
$ WKHPH WKDW UXQV WKURXJK WKH WHDFKHUV¶ GDWD DQG WKH OLWHUDWXUH UHJDUGLQJ WKH
functionality of PTAs, underpins the significant roles of the habitus of the agents and 
the field influence of schools. Therefore, for the teachers and parents who had 
GLIIHUHQWµVWDNHV¶DQGµFDSLWDO¶ WRµSOD\WKHJDPH¶%RXUGLHX	:DFTXDQWWKH
interplay between the habitus and field in producing and reproducing a patterned and 
VXVWDLQHG VWUXFWXUH RI SUDFWLFHV KDG ³WKH HIIHFW RI PDNLQJ WKH VRFLDO ZRUOG VHHP
QDWXUDODQGLWVSUDFWLFHVµWDNHQIRUJUDQWHG¶IDPLOLDUDQGFRPPRQ-VHQVH´Lingard et 
al. 2003:62). It was also due to the tacit understanding of protecWLQJWKHLUµVWDNHV¶DQG
µSRVLWLRQV¶ WKDW OHG PRVW WHDFKHUV WR SRLQW WKH ILQJHU DW WKH SDUHQWV DQG RQ WKH
conditions that lay outside the schools for the non-functioning or ineffectiveness of 
the PTAs. There was some truth in this; the broader social space and fields had 
considerable influence in structuring the practices of teachers within the field of 
school. Yet, the empirical evidence referred to above argues that predominantly it was 
the teachers and the conditions that lay inside the schools which resulted in PTAs 
KDYLQJµOLWWOHLQIOXHQFH¶DQGEHLQJUHQGHUHGLQDFWLYHDQGQRQ-functional.  
6.4.4 PTA functionality: where does the problem lie? 
Given the discussion in the previous section, the evidence suggests that the solution to 
the problem of effective functioning of PTAs lay with the teachers and schools. 
  293 
+RZHYHULWZDVVRPHZKDWQDWXUDODQGH[SHFWHGWKDWJLYHQWKHZD\µUHDOLW\¶RSHUDWHG
for the teachers, and viewed and practiced individually and collectively in the 
powerful and structuring field influence of the schools, for the majority of the teachers 
it was a matter of naming and blaming individuals (parents) and factors/processes for 
the failure of PTAs in schools. There is some evidence that suggests that some parents 
may not have enough awareness about the importance of participation in their 
FKLOGUHQ¶V VFKRRO DQG FRPSODLQ RI ³ODFN RI WLPH´ .KDQ  0RUHRYHU
UHVHDUFKDOVRVXJJHVWVWKDW³VWDNHKROGHUJURXSVDWWKHORFDOOHYHOPD\QRWXQGHUVWDQG
or be able to articulate what they want from thHLU VFKRROV´ .RPDWVX -26, 
citing Chapman et al. 2002). Yet, for the majority of the teachers, it was a collective 
understanding that they visualised and presented parents as a homogenised entity, 
which suggests that it was due to the parents that the PTAs were not functioning: 
Well, the thing is that parents always complain that they do not have time for 
such meetings, while teachers, principal and nazim [administrator] may able 
to spare time for this. Very few parents, whose children are studying with us, 
would be able to say that they have some spare time for such things. (Teacher 
RBS) 
«2QFHHYHU\\HDUIRUWKH37$¶VPHHWLQJZHVHQGOHWWHUVWRVRPHVHOHFWHG
SHRSOHEXWWKH\GRQ¶WFRPHH[FHSWWKRVHSHRSOHZKRDUHWKHPHPEHUVRIWKH
PTA. Other people are not bothered. As I said earlier, our surrounding 
environment is such that people are not bothered about any school issues and 
they do not even give it a serious thought. (Teacher, FGD, RBS) 
The above excerpts give an impression of the parents as uninterested in the affairs of 
schools and the PTA. However, the following comments from the principal of the 
RBS provide a contrasting dimension to what most of the teachers described as the 
µUHDOLW\¶LQSUDFWLFH 
The reason for this is that teachers complain that generally no one comes [to 
take part in the PTA]. But the reason for this is that teachers do not want 
WKHPVHOYHV DQVZHUDEOH WR DQ\RQH 7KH\ GRQ¶W ZDQW WR H[SRVH WKHPVHOYHV
They want themselves cloaked, so these teachers pretend that as if parents are 
not interested in the PTA. (Principal, RBS) 
As also discussed earlier, it seems apparent from the excerpt above that it was the 
WHDFKHUV¶ VWDNHV DQG WKH DVVRFLDWHG ILHOG SRVLWLRQV WKDW WKH\ ZDQWHG WR SURWHFW DQG
which were instrumental in forming their opinion and as the basis of their version of 
µUHDOLW\¶,WDOVRVXJJHVWVWKDWWKHWHDFKHUV¶KDELWXVZDVDGDSWHGDQGFRQGLWLRQHGWRWKH
JDPH LQ VFKRRO WKDW WKH\ KDG GHYHORSHG DQ ³DEVROXWHO\ H[WUDRUGLQDU\ IHHO IRU WKH
JDPH´%RXUGLHXDHYLGHQWO\FRmmunicated in the following quotation: 
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Staff employed in the health and education systems is [sic] also reputed to be 
difficult and uncooperative. (Tim et al. 2005:4) 
On the one hand, teachers seen as difficult and uncooperative had underlying 
implications for the quality of education and effective functioning of PTAs. On the 
other hand, many non-school elements that had a political bearing on the structure and 
functioning of schools had a disabling influence on the quality of school practices 
generally and specifically on the PTAs, which are captured effectively in the 
following extracts: 
«,LQWHQGWRUHFRQVWLWXWHWKH37$,KDGPHWWKHFKDLUSHUVRQRIWKH>existing] 
PTA so that we worked for school improvement. Instead, he started meddling 
in school admission, for which I informed him in a telephonic conversation 
that admission of students will only be done through [academic@ WHVWV «
(Principal, RBS) 
Political interference in the functioning of PTAs was quite common. (Khan 
2003:368) 
Given the above discussion, it seems evident that a number of both external and 
internal school factors contributed to the PTAs being regarded as non-functional and 
inactive in most schools in NWFP and in Pakistan. This implied that superficially 
various actors, factors, processes and practices were seen and considered to be 
contributing to the failure of an association that was envisioned not only to enhance 
the teaching quality and learning opportunities for pupils, but also to bring parents, 
communities and schools closer togethHU+RZHYHULQIDFWLWZDVWKHDJHQWV¶KDELWXV
and the field dynamics that worked together to create and perpetuate a system of 
practices and conditions that were seen and criticised as being lacking and deficient in 
which PTAs had only a symbolic significance. One may therefore argue here that the 
LPSOHPHQWDWLRQRI37$VUHTXLUHG³QRWRQO\WKHIRUPDWLRQRIDVWUXFWXUHEXWDOVRWKH
GHYHORSPHQWRI D FXOWXUHRI FRPPXQLW\ SDUWLFLSDWLRQ´ )DUDK FLWHGE\ )XOODQ
and Watson 2000:467).  
6.4.5 Section summary 
In summary, for most teachers there were issues around the role and effectiveness of 
the PTA in the schools and of parental involvement in it. However, whilst, the 
Government of Pakistan in 1991 made it mandatory for every school to have a PTA, it 
was in 1956 that a conference on the objectives of secondary education in Pakistan 
had worked out in considerable detail issues around parent-teacher relations and the 
importance of the PTA in schools. In the context of my study, however, for most 
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teachers PTAs in schools were either non-existent, were seen DV D µODEHO¶ RU DW WKH
most regarded as a spending body that spent a modest amount of funds on school 
maintenance.  
However, about the structure and composition of the PTA, many teachers held and 
shared conflicting perspectives. The evidence suggests that some participants were 
amazed to express that officially teachers did not form members of the PTA. 
However, surprisingly, whilst on the official documents teachers were not represented 
on the PTA, a number of empirical studies found that in many cases it was the 
teachers and their relations that dominated PTAs in schools in Pakistan. In addition, 
researchers have also noted that the participation of women and mothers on PTAs in 
JLUOV¶VFKRROVZDVDOVRDQLVVXHVince men and husbands of female teachers operated 
these associations.  
In addition to the structure and composition of the PTA, there was also the issue of 
funds. Many respondents did not know much knowledge about the PTA funds, and 
the very few that have some knowledge, held varying perspectives. In this regard, 
research studies suggest that the lack of liaison between the various segments of the 
government machinery not only hampered the delivery and monitoring mechanisms 
of the PTA funds but also the pilferage of funds at the various levels, especially at the 
end-user level, meant that a majority of the PTAs had no functional significance. In 
the context of my study, a majority of the teachers were also of the view that PTAs 
were not functional in schools. The findings also suggest that many teachers did not 
have knowledge about the role and significance of the PTA in schools and some 
teachers were not even aware of their existence in their schools.  
The empirical evidence I reviewed argued that predominantly it was the teachers and 
the conditions that lay inside the schools due to which PTAs had little influence and 
were rendered ineffective and non-functional. The findings suggest that since the 
majority of the teachers had a collective understanding of the parents as a 
homogenised entity, most of them therefore were of the view that it was because of 
the parents that the PTAs were not functioning. The findings seem to suggest that it 
ZDVDFWXDOO\WKHWHDFKHUV¶KDELWXVDQGWKHILHOGG\QDPLFVRI WKHVFKRROV that created 
and perpetuated a system of practices and conditions in which PTAs had only 
symbolic significance.  
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6.5 Chapter summary 
,Q WKLV FKDSWHU , KDYH IRFXVHG RQ WHDFKHUV¶ SHUFHSWLRQV DQG H[SHULHQFHV RI
communication and interaction with parents. I have discussed the dynamics of 
WHDFKHUV¶ FRPPXQLFDWLRQ ZLWK SDUHQWV WKDW ZHUH LQGLYLGXDOO\ DQG FROOHFWLYHO\
XQGHUSLQQHGE\ WKH UHVSHFWLYH WHDFKHUV¶KDELWXVDQGILHOG LQIOXHQFHRI WKHVFKRROV ,
have shown that the underlying influences and structures of teDFKHUV¶KDELWXVDQGILHOG
influence led most teachers to portray parents as uninterested in the school visits and 
presented them as homogenised. However, there were variations in the way different 
teachers shared their experiences, which established the role that the habitus played in 
WKHUHVSHFWLYHWHDFKHUV¶OLYHV7KHSDWWHUQWKDWHPHUJHGIURPWKHWHDFKHUV¶H[SHULHQFHV
was that generally the schools did not have formalised and institutionalised 
procedures for contact with parents. However, communication with parents emerged 
as a complex, dynamic and patterned process that was far from random, which was 
not only engrained in the specific situations but was also underpinned by power and 
class dynamics of the stakeholders.  
In the next chapter, I provide an introduction to parents, their background and their 
communication and interaction dynamics. 
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Chapter Seven ² Knowing Parents: Exploring the Interplay of 
Capital, Habitus and Field in 3DUHQWV¶/LYHV 
 
The first of two chapters on parents, this chapter serves two purposes: it provides an 
introduction to parents, their background and their communication and interaction 
dynamics; and thus will act as a base for chapter eight for effectively understanding 
SDUHQWV¶SHUFHSWLRQVRIWKHLUUHODWLRQVZLWKVFKRROVDQGWHachers. In so doing, the aim 
RIWKLVFKDSWHULVWRLOOXVWUDWHWKHYDULHW\DQGULFKQHVVRISDUHQWV¶OLYHVE\H[DPLQLQJ
the interplay between their habitus and the field influence that structures the realities 
and practices of parents.  
The chapter consists of three sections. The first section introduces and discusses the 
difference and diversity of parental habitus and their perceptions and experiences 
about various practices. The section demonstrates that whilst parents differ 
individually in terms of their habitus, the role of culture and field implicitly 
determine, shape and inform parental practices and the realities around them. The 
second section is about parental habitus and the dynamics of field structures. In taking 
parental habitus as the underlying theme, the section argues that the use and 
appropriation of capital and the field influence provides a structuring structure that 
shapes and in some ways redefines parental habitus. The last section discusses 
SDUHQWV¶YLHZVRQHGXFDWLRQ7KLVVHFWLRQGHPRnstrates that the interplay of parental 
habitus and the capital, field and class provide a deep, rich and complex structure of 
thought and practices of parents. This interplay results in a paradox for most parents, 
as on the one hand, they see no bounds in harnessing their ideals and potentials but on 
the other hand, they do not possess the right amount of structures to be able to realise 
these ideals.   
 µ'LIIHUHQW VWURNHV IURP GLIIHUHQW IRONV¶ GHFRGLQJ SDUHQWDO KDELWXV DQG
communications practices 
For EHWWHURUZRUVHµparents as WKHFKLOG¶VILUVWWHDFKHUV¶ (Perrone 2003) provide the 
socialisation processes at home that enable children to learn within the family 
HQYLURQPHQW ³WKH GLVSRVLWLRQV ODQJXDJH YDOXHV DQG FXOWXUDO XQGHUVWDQGLQJV´
(Perrone 2003:xv), which children incorporate and appropriate for interaction and 
integration in the community and school environment. However, given the differences 
in the structure of parental habitus and the related aspects of social class, capital and 
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field dynamics, WKHµVRFLDOLVLQJH[SHULHQFHV¶that parents provide to children would be 
thoroughly socially and culturally grounded and individually determined. This section 
aims to decode some of these experiences of parents that would provide effective 
understanding RI WKH SUDFWLFHV DQG VWUXFWXUHV WKDW VKDSH DQG LQIRUP SDUHQWV¶ YLHZV
about their own practices and their relations with the schools of their children.  
7.1.1 The interplay of norms and values, and cultural conditioning  
7KHDQDO\VLVRI WKHSDUHQWV¶GDWD UHveals that there were considerable differences in 
the way parents described their experiences about their interaction or relations with 
children. However, despite these differences, the experiences of the parents were not 
individualistic because they were influenced by the prevailing structures of practices 
and the field influences. This indicated the active presence of a collective and shared 
parental habitus, which the parents practiced and shared as such. Therefore, it was 
probably due to the situated subjectivities of parental habitus and the strong socially 
and culturally embedded field structures and physical structures due to which most 
SDUHQWV¶ VWUXFWXUH RI WKRXJKW DQG GLVFXVVLRQ UHYROYHG DURXQG FRPSOLDQFH WR DQG
instilling the norms and values and cultural images in their children. For Bourdieu this 
VLJQLILHV³WKHGRXEOHDQGREVFXUHUHODWLRQEHWZHHQKDELWXV«DQGILHOGV´%RXUGLHX	
Wacquant 1992:126). One parent manifested the normative dimension and adherence 
to cultural schemes in the following manner: 
Well, always my guidance to them [children] is that [in social interactions] 
GRQ¶WHYHUWHOODOLHDQG\RXUVXFFHVVLVDVVXUHGPersonally, I am against lying 
DQGH[SHFWWKHVDPHIURPRWKHUV«At home, I always keep on giving them 
[the children] a dRVHRIWKHVHPRUDOV,W¶VQRWWKDW,KDYHMXVWVDLGit once; it is 
always. If it is not on a daily basis, it would be on a weekly or a monthly 
EDVLV«Parent, UBS) 
Whilst the normative dimension of parental interaction is clearly communicated and 
evident in the above quotation, the cultural dimension of adherence to or institution of 
WKH QRUPV LV LPSOLFLWO\ H[SUHVVHG E\ JLYLQJ WKH FKLOGUHQ µD GRVH RI WKHVH PRUDOV¶
More implicit is the authoritarian style of parental habitus that is the cornerstone of 
the patriarchal family traditions in Pakistan, which is culturally deeply ingrained in 
the field structures. In this regard, Walters and Stinnett (1971:71) argue that the 
SDUHQWV¶ authoritarian interaction VW\OH QHJDWLYHO\ LQIOXHQFHV FKLOGUHQ¶V VHOI-concept, 
emotional and social development. Although the nature of these negative influences 
may not be evident here, evidence suggests that children exposed to an authoritarian 
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environment at home and at school incorporate these negative influences (Baumrind 
1966; Baumrind 1971; Kaufmann et al. 2000; Marion 1999; Walters & Stinnett 1971). 
7KHVHLQIOXHQFHVDUHOLNHO\WREHFRPHVWURQJO\LQJUDLQHGLQWKHFKLOGUHQ¶VKDELWXVWKDW
they are likely to practice and reproduce when they become adults.  
As I discussed above, parents differed in the manner in which they spoke about their 
interactive practices with their children. However, in many ways they had similarities 
of understanding and experiences, signifying mediation of field structures with 
parental habitus. Most parents therefore whilst having had a strong desire that their 
children excel in every field of life, their ideals were strongly ingrained in their 
habitus and class, and cultural dynamics. The aspirations of most parents therefore 
circumvented nurturing their personal and normative values in their children and 
ensuring that their children conform to the societal values. One parent came across 
strongly along these lines:  
When needed, I will reprimand my children, and will also provide guidance 
as things should be done. All this is for their good upbringing. My advice to 
them is not to do something, which is a matter of shame for you as well as a 
disgrace for us [as parents] ³WKHUHIRUH \RX VKRXOG QRW GR DQ\WKLQJ ZKLFK
may make people point a finger at you. The purpose of educating you is that 
you become obedient, and UHVSHFW HOGHUV DQG \RXQJVWHUV´ 5HVSHFWLQJ DOO
people whether related or not is very essential. It is also enshrined in the 
religion as well and from a worldly point of view, you need to respect elders 
as well. (Parent, UBS) 
Two themes underpin the above excerpt: one pertains to the normative aspect and the 
other concerns cultural dimension. As indicated earlier, it became evident from the 
findings that at the heart of the communication between parents and their children lay 
the issue of conforming to the cultural values and guarding against the negative 
FXOWXUDO SUDFWLFHV 6LQFH WKH µGRV¶ DQG µGRQ¶WV¶ RI WKH FXOWXUDO FRGH GHPDQGed 
conformity to its rules, many parents were explicit in providing verbal advice to their 
children and being watchful of how their children interacted in the community 
environment. Notwithstanding the differences between the patterns of parental 
interaction with their children, most of them earnestly desired that their children do 
not fall into bad habits and conform to the normative ideals.  
The norms that parents expounded for them were strongly rooted in the cultural codes 
that appeared to underpin their perceptions of the purposes of education. This seemed 
to have formed doxic understandings for many of the related dimensions of parental 
interaction. Many parents therefore had been reinforcing the collective agreed cultural 
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XQGHUVWDQGLQJVXFKDVHPSKDVLVLQJµREHGLHQFH¶DQGµUHVSHFW¶DVWKHSULPDU\SXUSRVHV
of education. In this regard, in many ways, most fathers came across as authoritarian 
DQG ³GRPLQDQW´ 'HUHOL  FLWHG E\ :DOWHUV 	 6WLQQHWW  ,W KDV EHHQ
claimed that the influence of Islamic culture and patriarchal family customs 
perpetuates the dominance of the father, restricting self-reliance and autonomy among 
children, which has consequences for them when they become adults (Dereli 1967: 
cited by Walters & Stinnett 1971). However, in my experience certain traditions of 
the Pashtun culture±borrowed and adapted from other cultures or nurtured in its own 
culture over time±may have overshadowed the Islamic identity and culture. For 
instance, not wanting daughters, treating women and girls/daughters differently and 
suppressing or oppressing them is said to have been a practice in the Hindu culture 
and propounded by some of its religious scriptures (Derne 1994; Fenton 2004; Siegel 
et al. 1995), which may have infiltrated the Pashtun culture over time. Moreover, 
because the Pashtun culture is seen as emerging from tKH ³FXOWXUH RI ZDU´ DQG
UHIOHFWLQJD³SDWULDUFKDOZRUOGYLHZ´'UXPEOVRPHHOHPHQWVRILWVFXOWXUH
may obfuscate Islamic identity, especially in the rural and conservative communities 
(Barfield 2007; Drumbl 2004; Jacinto 2006). The Pashtun culture is based on some 
unwritten rules or laws, commonly known as Pashtunwali±an ancient tribal code or 
customary law that regulates the lives of Pashtun ethnic groups, which can be 
³SRSXODUO\ PLVFRQFHLYHG DV D FRQGXLW IRU ,VODPLF ODZ´ -DFLQWR  ,Q WKLV
regard, some of the interviewees who spoke conservatively about educating their 
GDXJKWHUV DOVR VKDUHG KRZ RYHU WLPH WKHLU DWWLWXGHV FKDQJHG WRZDUGV GDXJKWHUV¶
education (see Section 7.2.4). This indicated how over time due to change in the 
dynamics of field parental habitus transposed or readjusted to reflect the 
contemporary field structures.  
Whilst most parents undoubtedly wished their children well and had high aspirations, 
for the majority of them the structure of their discussion and most specifically their 
habitus had a sense of a master-subject continuum with their children. This implicitly 
ingrained and unconsciously explicitly communicated feeling came across strongly in 
many of thHSDUHQWV¶YLHZVZKLFKVHHPHGWRVXJJHVWKDYLQJWKHQRWLRQRIGLVVRQDQFH
and distance between the parents and their children:  
When they [sons] have any problem or need something, they can come and 
WDONWRPH:KHQWKHUHLVQRWKLQJLPSRUWDQWZHGRQ¶WEODther. «0\DGYLFH
WRWKHPLV³«KDYHJRRGFRPSDQ\DQGNHHSJRRGIULHQGV´«³,IDFKLOGLV
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good, his morals are good and is knowledgeable and can teach you 
something±NHHSKLVFRPSDQ\´«³LIWKHHQYLURQPHQWRIDSODFHLVQRWJRRG±
bad things are done there, cigarettes [are] smoked there±always keep away 
IURPVXFKSODFHV´3DUHQW8%6  
As might be evident from the above excerpt, whilst the father argues successfully 
along the normative dimension of his interaction with children, the underlying tone of 
the text and the culturally contextualised manner in which the parent assumes 
authority and authoritarian stance suggests that the father is the pivot around which 
and from which all power structures emanates. However, some other parents 
seemingly were cognisant of the role that fathering entailed and sought to find a 
middle ground in terms of interaction with their children: 
«,DPQHLWKHUWRROHQLHQWQRUWRRKDUVKZLWKP\FKLOGUHQ,WU\WRVHHNWKH
middle ground. If, I were too harsh they [the children] would not be able to 
do any work. (Parent, RBS) 
This may have been the case that some or many parents would have tried to strike a 
balance between their interaction and practices with their children to countervail the 
negative influences of the dominant patriarchal and authoritarian stances, and to 
neutralise their stances by showing affection and empathy to maintain some 
equilibrium between their relations with the children. Yet, due to social conditioning 
of the field structures, the majority of the parents had little room to manoeuvre. Many 
of them though were seemingly aware of this, but were constrained to follow the 
habitus. For the majority of such parents, there was a sense of a structural lag in their 
habitus on which the field dynamics had a strong structuring influence, which I refer 
to next in the following section.  
7.1.2 Parental interaction: ambivalent and distanced?  
The findings reveal that a particular pattern of interaction of fathers emerged from the 
IDWKHUV¶GDWDLQZKLFKPDQ\RIWKHPDSSHDUHGWo interact distantly or ambivalently in 
their homes, especially with their children. The underlying reasons of this seemed to 
be that the specific social and cultural dynamics had a dominant role in structuring 
parental habitus and their interaction patterns at home. This also had a reciprocal and 
sustained relationship with the field structures that had structured or conditioned 
interaction patterns of fathers:  
There is not much interaction between us at home; each person has their own 
routine and things to do. Some [children] would have eaten, others would be 
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sleeping and if there were anything important to discuss, they [children] 
would approach me and ask about things. (Parent, FGD, UBS) 
An important aspect WKDWHPHUJHG IURP WKHSDUHQWV¶GDWDZDV WKDWGue to the strong 
patriarchal family traditions the father as the sole authority had a final say in most 
matters and in most cases determined the structure and quality of interaction at home. 
As the above excerpt illustrates, many fathers were therefore culturally constrained to 
maintain some distance between themselves and their children, apart from some 
issues or problems when children were in need of help and guidance. This naturally 
had consequences for not only the quality of interaction between the parents and their 
children but also most importantly for the socialisation of children that relied much on 
the amount and quality of social and cultural capital transmitted to children. In other 
ZRUGV LW ZDV EHFDXVH RI WKH ODFN RI DSSURSULDWH VWUXFWXUHV RI ³WKLQNLQJ WRROV´
(Bourdieu & Wacquant 1992:160) which many of the parents (though they were 
aware of) could not deploy to structure their interaction with their children effectively. 
It was also due to this that many such parents when asked about the reasons of non-
interaction with their children cited their preoccupation with work as the excuse.  
However, the important point here is that a considerable number of parents 
acknowledged the fact that their home environment was different and indicated the 
permissibility of adopting interactive practices. Most of these parents mentioned that 
they were constrained to do so because this is how they were used to doing things and 
engaging in practices, indicating the relationship between parental habitus and their 
field influence. Furthermore, this also indicated the relative constancy and 
permanency of parental habitus which, given the prevailing structure of practices and 
field, were likely to flow inter-generationally from parents to children relatively 
unchanged.  
$QDGGHGGLPHQVLRQ WR VRPHSDUHQWV¶DPELYDOHQW LQWHUDFWLRQDWKRPHVHHPHG WREH
their inability of penetrating deeply into the structure of their own practices, and to 
come up with a detailed and vivid representation of the dynamics of their 
conversation and communication with their children. This indicated the importance 
and influence of and the interplay between the habitus, capital and field that had 
structured parental dispositions and practices uniquely, given their specific field 
positions. The following excerpt illustrates the above point:  
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Parent: Of course, you need to have a chat at home that children do-this and 
do-that [work].  
MS: What usually is that about? 
Parent:  Its usually about the raw foodstuff [chick peas, kidney beans for 
selling/business purposes], that [children] clean-this and wash-that.  
MS:  Do they [the children] present you with some of their own problems? 
Parent:  There are no problems, my daughters will clean and wash the 
foodstuff.  
MS:  'RQ¶WWKH\KDYHDQ\SUREOHPV" 
Parent:  They have no problems; I tell them to leave the work they are doing 
to offer prayers and be punctual in prayers. (Parent, RBS) 
My intention here is not to generalise or pathologise parents for what they talked 
about and shared as their experiences, as in the introduction to this chapter and 
elsewhere in the thesis I have argued that there were differences between the 
individual parents, indicating their own field positions underpinned by their habitus, 
capital etc. However, as all of them shared a common culture, there were also 
considerable similarities in their structure of thought and practices. Further, since 
most of the parents were from a working-class and poor background (see Appendix 
H) their reflections and experiences in many ways mirrored their own background. 
The experiences of these working-class parents also resonate with the research 
literature on parents documented extensively in Australia, the UK and the USA (e.g. 
Connell et al. 1982; Crozier 2000; Crozier & Reay 2005a, 2005b; Lareau 1989; 
Lightfoot 1978; Plummer 2000; Reay 1998a; Vincent 1996a).  
Considering the conversation in the above excerpt, some related themes emerged from 
the many such similar interviews of parents. These pertained to the practices of the 
parents with children and some related aspects of parental habitus and the respective 
role of culture in it. As might be evident from the above quotation, one striking 
UHVHPEODQFHLQPDQ\SDUHQWV¶VWUXFWXUHRISUDFWLFHVZDVWKDWWKHLUGHOLEHUDWLRQRQWKHLU
interaction with children was mostly structured around the material and physical 
aspects and transactions of their lives. 7KLVVLJQLILHGWKDWJLYHQWKHSDUHQWV¶FODVVDQG
capital, their responses and practices were preconditioned to and reflected their 
habitus. It was also clear from WKHSDUHQWV¶GDWDWKDWLQWKHLULQWHUDFWLRQZLWKFKLOGUHQ
PRVWSDUHQWVGHVFULEHGWKHFKLOGUHQ¶VUROHDQGSRVLWLRQDVQHXWUDODQGPHFKDQLFDODQG
their field positions as without power. This determined and in many ways dictated the 
specific roles and practices of the agents within their field positions, and showed that 
fathers exercised all powers within the various situations at home.  
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7KHSDUHQWV¶DPELYDOHQWLQWHUDFWLRQZLWKFKLOGUHQKDGDQDGGHGFXOWXUDOGLPHQVLRQWR
it. The findings reveal that in contrDVW WR WKH IDWKHU¶V DXWKRULWDULDQ UROH ZKLFK ZDV
positioned strongly in their (field/positional) distance from children, the role of 
mothers with children emerged as more interactive and empathetic in the day-to-day 
relationships. Strictly from the cultural dimension, the situated position of the mothers 
was that they acted as a buffer zone, as an intermediary and as a watershed between 
the children and father: 
It is basically my wife who interacts more with the children. For instance, 
when I return home tLUHGDIWHUWKHGD\¶VZRUNWKHQDWWKHPRVW,ZRXOGKDYH
my dinner and offer prayers. After prayers, the environment cannot be 
created in which you sit together and have a chat [with children]. Our 
SHRSOH¶V >KRPH@ HQYLURQPHQW LV YHU\ GLIIHUHQW RQH >SHUVRQ] goes in one 
direction and others [family members] in other directions [in home]. (Parent, 
UBS) 
This is not to say that all parents had strained and hostile relations within their homes. 
The purpose of highlighting and emphasising these and such structures of relations 
and practices of parents is to give some understanding into how these practices might 
EHYLHZHGDQG UHODWHGZLWKLQ WKHFRQWH[WRISDUHQWV¶SHUVSHFWLYHVDQGUHODWLRQVZLWK
WKHLU FKLOGUHQ¶V VFKRRO )XUWKHUPRUH LQ GHFRGLQJ WKH PLFUR-interactional processes 
and practices of parents the role of culture becomes more conspicuous, as it is through 
the lens of culture that we begin to understand the nuances and stratification, of how 
the role of mothers and fathers are positioned differently and how this influences their 
habitus.  
7KHXVHRIµIRUFH¶DVDVWUXFWXUHGVWUXFWXUH" 
The findings reveal that most fathers viewed the desirability and permissibility of 
physical punishment of children as acceptable and as a reformatory tool, which was 
thoroughly ingrained in their habitus and practices. As I discussed in the above 
sections, the dominant and authoritarian stance of the fathers meant that they 
possessed culturally and socially sanctioned power, which they appropriated in their 
practices and interactions in their homes with their children: 
Well, I reprimand the child and my every effort is not to let them talk or 
speak in any way. It is not a good thing, because when one is aware 
[educated] of the issues then one can handle things well but when you are not 
[educated], things get out of hand [by loosing temper] and the environment 
becomes unpleasant. (Parent UBS) 
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$VWKHDERYHH[FHUSWVKRZVWKHLQWHUHVWLQJDVSHFWRIPDQ\SDUHQWV¶SUDFWLFHVZDVWKDW
their habitus was predisposed and culturally constrained to adopt physical means as 
WKHµODQJXDJH¶RIFRPPXQLFDWLRQWKURXJKZKLFKWKH\ZRXOGUHVROYHGD\-to-day issues 
of their children. However, most of such parents were equally aware of their 
OLPLWDWLRQVGXHWRZKLFKWKH\FRXOGQRWµKDQGOHWKLQJV¶SURSerly. Of these limitations, 
as has been indicated in the above excerpt, education was a recurrent theme that 
signified for most parents an ability to have an awareness and control over their 
matters and practices that they otherwise could not dealt with properly. This was 
important from the theoretical standpoint, as in practice many of them would have 
been successful in many ways in executing their professional tasks and other affairs of 
life. However, since education in its institutionalised and embodied form did not form 
part of their habitus and cultural capital, most of such parents were equally aware that 
it was due to their lack of education that they would loose their temper or avoid 
interaction with their children. In other words, they did not have ³WKHFRGHPDNLQJLW
SRVVLEOH>IRUWKHP@WRGHFLSKHU´%RXUGLHXWKHSUDFWLFHVRULQWHUDFWLRQV 
Some parents had even likened punishment to the analogy of growth of trees:  
«I also want to share another matter with you. Despite the fact that I have 
QRZRUWKZKLOHHGXFDWLRQDIDWKHU¶VVODSIRUHYHU\FKLOGLVOLNHZDWHULQJILHOGV
or trees. However, the nature of punishment should not be such that you go to 
extremes. The punishment should be mild so that the child pays attention to 
the path or future, which you have chosen for him. (Parent, FGD, RBS) 
The analogy used here is interesting which resonated with a number of other fathers in 
WKH UHVHDUFK LQWHUYLHZV DQG GLVFXVVLRQV ZKLFK VLJQLILHG WKH SDUHQWV¶ VHQVH RI SODFH
and the structure of their habitus and related dynamics. The SDUHQW¶V XVH RI WKH
expression here is that as one waters trees, and cuts and prunes them, the result of this 
careful tendering enables the trees to flourish and grow efficiently. In the same 
manner, many fathers were of the view that taking care of children by intermittent use 
of punishment would help them conform to societal and parental norms, which they 
considered important for all round development. The analogy suggests that on the one 
hand, this established connections between the respective working-class backgrounds 
of the fathers, who at times would be involved in gardening or tending to their fields. 
2QWKHRWKHUKDQGLWHVWDEOLVKHGDVWURQJFRQQHFWLRQEHWZHHQWKHSDUHQWV¶KDELWXVDQG
the field influence of the culture due to which the parents replicated and reciprocated 
through their habitus and mental structures in similarly structured social situations.  
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Whilst most parents also favoured a moderate approach towards interacting or dealing 
with their children, getting physical was an open option for many of them as a way of 
getting the children to behave and conform to the family and cultural norms. Many 
fathers therefore viewed punishment as a necessary part of their interaction with 
children, for avoiding children indulging in social evils and for the benefit of their 
future, determined in an authoritarian manner by the fathers themselves: 
With children you need to interact on certain principles; sometimes [you need 
to be] sweet [lenient], sometimes [by becoming] angry, sometimes [you need 
WR@VODSWKHP,I\RXGRQ¶WGRWKLVWKHQFKLOGUHQWHQGWRJHWVSRLOHGParent, 
RBS) 
 
Parent: :LWK P\ FKLOGUHQ « P\ EHKDYLRXU LV GLIIHUHQW , NHHS WKHP XQGHU
pressure [suppressed].  
MS: What do you mean by that?  
Parent: It means that WKH\VXEPLWWRP\DXWKRULW\DQGGRQ¶WVSHDNRYHUPH
Whatever I say and do is for their future benefit and I show them a 
VWUDLJKW SDWK )RU LQVWDQFH \RX GRQ¶W H[SHFW WKDW D WHDFKHU ZRXOG
misguide his students, and since they are my own children, they are 
not expected to overturn [or challenge] my decisions about their 
future.  
MS: 6RLWPHDQV« 
Parent: No Sir, if I am not strict with them, the environment around in the 
village is such they would get spoiled by indulging in various [social] 
evils. (Parent, FGD, RBS) 
,WVHHPVHYLGHQWIURPWKHDERYHWZRTXRWDWLRQVWKDWWKHIDWKHUV¶authoritarian stance 
as the linchpin of the patriarchal family system derived strength from the culturally 
constructed and socially situated powerful figure of the dominant father. The fathers 
therefore being the breadwinner and commanding authority had the final say in all 
matters of children. Such a parental approach undoubtedly would have implications 
IRU WKH FKLOGUHQ¶V habitus, resulting in issues around their self-confidence and 
independent decision making in various matters of their lives. Moreover, since 
following the parents, the majority of the teachers also had the same authoritarian 
stance (Baumrind 1966; Baumrind 1971; Kaufmann et al. 2000) and most teachers 
were therefore of the view that their students remained inhibited and less participative 
in classrooms.  
Alongside this, there was the issue of the parents¶ apprehension about the socially 
undesirable influences on children. Whilst there were variations between the parents 
to countervail these harmful influences, the majority of them favoured a harsh attitude 
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and preferred punishment as a way of containing and restricting their children. The 
important point to highlight here is that since most parents were in favour of 
punishment of children, the structure of punishment was cognitively hardwired in the 
habitus and culture of the parents (especially fathers). This not only had implications 
IRU WKH IDWKHUV¶ UHODWLRQVZLWK FKLOGUHQEXW DOVR DQGPRVW LPSRUWDQWO\PRVWSDUHQts 
viewed and interpreted through the same lenses the resultant treatment of their 
children in school. Hence, in many ways they were deferent to teacher authority and 
IRUJLYLQJDQGHYHQZHUHFRPSODFHQWZLWKWKHWHDFKHUVLQWKHLUFKLOGUHQ¶VSXQLVKPHQW
However, some parents differed with the dominant held view of parents regarding 
punishment of children and argued about alternative approaches, which I discuss in 
detail in the section that follows.  
7.1.4 Differences in perspectives or situated subjectivities? 
The discussion in the above section dealt with the perspectives and experiences of 
those parents who were mostly in favour of or were employing physical punishment 
as a means of reforming children and protecting them from various evils and unsocial 
activities. The data also revealed that some parents were against suppressing children 
and argued for adopting child-centred strategies in interaction with children:  
In my opinion, a child should not be mentally suppressed to the extent that he 
may not be able to stand-up and speak [or make his point] in front of the 
teacher or other people. This has happened to me personally [when I was in 
school]±all of my family is well educated±at home my eldest brother was 
harsh whereas at the school Master Siraj was strict. This made me become a 
truant and I left school when I was in the Class 7«8QQHFHVVDU\KDUVKQHVV
VSRLOV D FKLOG¶V OLIH :LWK FKLOGUHQ \RX QHHG WR KDYH IULHQGVKLS DV ZHOO DV
mentally control them. (Parent, FGD, RBS) 
In some cases, like the instance in the above excerpt, some parents through their own 
experience had developed a greater understanding of the implications of suppressing 
children, ZKLFKDFFRUGLQJWRWKHPDIIHFWHGFKLOGUHQ¶Vself-confidence and self-esteem. 
Having experienced a harsh treatment both at home and at school during their 
childhood that resulted in them dropping out of school, these parents had a different 
XQGHUVWDQGLQJ RI WKH KDUPIXO LQIOXHQFHV RI WKH FKLOGUHQ¶V VXSSUHVVLRQ DQG
punishment. They therefore favoured child-centred approaches based on friendship 
and understanding of children. One important implication of this change of attitude 
and parental habitus was that these parents mentioned the use of adopting alternative 
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strategies and practices by incorporating a dispositional stance different from the ones 
in practice.  
In a similar thread, one other parent shared the following perspective: 
We have a friendly environment at home. We do not ridicule our children, 
which some people do. This has a very bad influence on children and adult 
alike « (Parent, FGD, UBS) 
The indication here of a friendly environment at home implies a reasonable approach 
towards children and appears to be in contrast with the habitus of other parents 
discussed earlier and hence a change in perspective. This changed perspective of 
some of these parents could be attributed to the differences in and the use of the social 
and cultural capital. Moreover, the changed perspectives of these parents regarding 
the treatment of children signified relative differences of their social class position 
compared to those parents who favoured physically punishing children. However, for 
some other parents, the specific experiences that shaped their habitus within their 
specific field positions carried important implications for the way they thought about 
treating children.  
However, most of those parents who held restricted views and were harsh with their 
children were equally aware about their differences and hence mostly attributed it to 
WKHGLIIHUHQFHLQ³HGXFDWHGKDELWXV´1ash 2002:43) that for them was at the crux of 
the difference in a change of stances and appropriation of alternative dispositional 
structures: 
The major reason for this is that I am uneducated and my wife is also 
uneducated. As the saying goes, if you sit more [with your children] and have 
a longer chat, then things can go wrong; and therefore there is no 
environment for talking and no procedure for it. (Parent, UBS) 
For most of the uneducated parents, there was a realisation and understanding of the 
importance of education and for its underlying structure of habitus, which one could 
appropriate in varying and diverse social and professional situations. For these 
parents, education and awareness were closely connected due to which people could 
resolve issues effectively in a manner that these parents saw as hassle free:  
It is because of a lack of awareness and education; no other reason except 
this. Those people who are wise [knowledgeable] and educated know about 
these issues and all their matters are right [proper]. (Parent, UBS) 
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For most of these parents, this realisation came at a time when they had spent many 
years in a socially interactive and competitive work environment, meeting and 
interacting with a variety of people±uneducated and educated alike±that these parents 
clearly understood and acknowledged the consequences of not being educated. For 
instance, they did not feel at ease communicating with educated people on equal terms 
and preferred the company of those people with whom they shared similar 
characteristics. This feeling formed the undercurrent of all the answers they gave in 
the interviews and in the focus group discussions. Whilst the lack of education would 
have been an important issue in interaction, the cultural environment also seemed to 
have conditioned some stereotypes about the way a parent would go about 
communicating with children.  
Yet, apart from this, the role of mothers emerged as important since, besides being the 
negotiators of many things and in integrating and coordinating activities and expenses 
of children and home, in the absence of their husbands they were the sole authority of 
the home matters. However, in many cases they were answerable to their husbands. 
7.1.5 Mothers and the dynamics of home structures 
It became clear from the data analysis and also through my personal experience of the 
fieldwork that since the patriarchal family traditions underpinned the socially and 
culturally conditioned image of the women, the responsibility of home affairs, 
household chores and other related menial tasks was mostly seen as the domain of the 
IHPDOHV ,Q WKLV VHQVH WKH PRWKHUV¶ UROH ZDV FRQVLGHUHG DQG FRQGLWLRQHG WR RQH RI
KRXVHNHHSLQJDQGEHLQJDKRXVHZLIH$VVXFKWKHPRWKHUV¶XQLYHUVHZDVWKHLUKRPH
in which they would exercise their culturally sanctioned powers, though not without 
limitations and being answerable to their husbands. In this regard, some interviewees 
boasted about the authority their wives possessed at home, though determined by the 
KXVEDQGV¶DXWKRULWDULDQVWDQFH their habitus and the cultural dynamics:  
So far as the problems of children are concerned, they tend to lookup to their 
mother. As the PRESIDENT of the house, she is the sole authority and must 
take good care of the home issues. My stress is more on controlling issues 
RXWVLGH WKHKRPH6R LQ WKLV FRQQHFWLRQ LW¶V EDVLFDOO\EHWZHHQ WKHFKLOGUHQ
and my wife that they make demands regarding asking for money etc. 
(Parent, UBS) 
$VWKHDERYHH[FHUSWDOVRVKRZVZKLOVWPRVWIDWKHUV¶PDLQWDLQHGDQGH[HPSOLILHGDQ 
authoritarian attitude, the majority of them interacted with their children through the 
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fringes and peripheries within their homes. Due to this, mothers had a deeper contact 
and association with children, who relied on them for most of their usual material and 
physical needs. In this regard, one mother expressed the following views:  
In academic matters, the children tend to ask their father for help. Whereas 
regarding their everyday aspects, the children tend to approach me, which 
they cannot ask from their father. (Parent, UGS) 
As I also discussed above, fathers being in the authority position in the majority of the 
cases maintained some social distance from their children. The children could 
approach their fathers in instances when they would need to ask about something 
important or when they would get stuck in some academic or other problems, which 
the mothers were not be able to solve for them. Since the mothers were uneducated, 
they were mainly not able to provide any academic help to their children, but had 
GHYHORSHG WKHLU KDELWXV LQ ZD\V WKDW WKH\ ZRXOG PRQLWRU WKHLU FKLOGUHQ¶V DFDGHPLF
progress. However, their important role was that the mothers provided help and 
JXLGDQFHLQWKHFKLOGUHQ¶VHYHU\GD\PDWWHUV0RUHRYHUDVKDVDOVREHHQLQGLFDWHGLQ
the above quotation, mothers also played another important role in the homes. They 
would at times be acting as an intermediary between the children and their father to 
communicate any requests or demands that the children may not be able to ask their 
father directly, thus suggesting distance and in many ways fear of the fathers.  
However, some mothers despite being uneducated had a more elaborate and 
µHGXFDWHG¶DSSURDFKWRWKHTXHVWLRQRILQWHUDFWLRQZLWKFKLOGUHQDWKRPH 
When they [children] come home after school, they spend about two hours 
with their tutor and finish their homework. After that they spend time with us 
[parents] chatting, in a pleasant environment. My children tell us all what 
happens in school, which is worth mentioning. My advice to my children is 
that they should not hide anything from us, so that they may not get into 
some trouble or problem. Whatever the matter may be, whether it is on the 
way to school or in school pertaining to interaction with peers, or relations 
with other girls, I keep a close watch over these things. (Parent, UGS) 
Crozier (2009), Crozier et al. (2003, 2005), and Crozier and Davies (2005, 2006, 
2007) have also empirically documented similar findings in the British context on 
Pakistani and Bangladeshi parents. For instance, Crozier et al. (2005) found that there 
ZDVDVWURQJFRQFHUQDPRQJVWSDUHQWVIRU³SURWHFWLQJWKHLUGDXJKWHUV«DQG«>WKHLU@
moral development´&UR]LHUet al. 2005:6) and therefore the ³journey between home 
and school [was seen by many parents] as potentially dangerous´ (Crozier & Davies 
2006:687). There is also a sense here that the mother appears more knowledgeable 
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and articulate about her interaction with children. The underlying reason of this could 
be that the KXVEDQG¶VHGXFDWLRQhad enhanced the PRWKHU¶VVRFLDODQGFXOWXUDOFDSLWDO
which helped in changing and expanding her habitus. This change in habitus of the 
PRWKHU UHVXOWHG LQ FKDQJH LQ SUDFWLFHV DQG SHUVSHFWLYHV DERXW WKH FKLOGUHQ¶V
education.  
7.1.6 Section summary 
Despite the differences in interaction of or relations with children, the prevailing 
structures of practices and the field influences had underpinned the collective 
structure of habitus of most parents. It was probably because of this collective 
influence that most parents emphasised the normative and cultural values to instil in 
WKHLUFKLOGUHQ7KHSDUHQWV¶GDWDDOVR UHYHDOHG WKDWPDQ\SDUHQWV HVSHFLDOO\ IDWKHUV
were ambivalent in their interaction with children, which indicated the structured role 
of the habitus of parents and the reciprocal influence of the field. However, when it 
came to exploring parental perspectives around punishment of children, most fathers 
viewed physical punishment of children as desirable and permissible and considered it 
as a reformatory tool. The findings revealed that these structures of thought were 
thoroughly ingrained in the parental habitus and practices. Yet, the data analysis also 
revealed that some parents differed with the dominant held views of parents about 
punishment and authoritarian stance with children. These parents were against 
suppressing children and argued for adopting child-centred strategies in interaction 
with children 7KH PRWKHUV¶ UROH DOVR HPHUJHG DV DQ LPSRUWDQW RQH $OWKRXJK
uneducated, mothers provided help and guidance to their children in everyday 
matters. Moreover, one important aspect of the findings was that mothers also acted 
as an intermediary between the children and their father to communicate the 
FKLOGUHQ¶VUHTXHVWVRUGHPDQGVWKDWWKH\ZHUHQRWDEOHWRDVNWKHLUfather directly.  
7.2 Parents and the dynamics of field structures 
In this section, I situate and analyse the interplay between parental habitus and 
practices and field structures. In so doing, I want to highlight how contact with the 
broader social structures influences parental habitus and parental attitudes about 
norms and values. I discuss that parental interaction and experience within their 
respective social and professional fields structures their habitus and communication 
patterns with their children. I then explore the influence of the cultural pull on 
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parental habitus, which as mandatory and compulsive forces of the neighbourhood 
and community fields, condition and pressure some parents to remain in contact with 
the field structures outside the home. I also demonstrate that for many parents change 
in field means readjusting their habitus and thinking about incorporating alternative 
patterns of practices, relating to RQH¶V RZQ VHOI DQG FRQFHUQLQJ RQH¶V FKLOGUHQ
Finally, I discuss the relationship of culture and social class on parental practices and 
argue that given their specific field positions and habitus, despite a realisation of 
alternative practices, many parents follow and replicate their habitus within their 
fields.  
7.2.1 The interplay between norms and field  
The findings reveal that many parents through their social and professional contact 
within their respective fields had internalised the norms and values that they argued 
RQHPXVWNHHSLQFKHFNUHJDUGLQJRQH¶VFKLOGUHQ+RZHYHUVLQFHSDrents differed in 
terms of their social field positions, their perceptions and experiences were 
individualistic but which also reflected the broader social influence:  
I see the world [social interaction/people] here, and see different people, I am 
in the market place and compared to many other people I have experience [of 
social life]. I have seen children of many people that what they do, how they 
move on from their childhood to adulthood and the things they do. And I see 
the results as well. [A father might be unaware that his] son roams about in 
the market place in a manner which is unbecoming of him. His father might 
have kept him unchecked to do whatever he wishes to do. (Parent, UBS) 
The above excerpt provides some understanding into how the interplay between 
SDUHQWDOKDELWXVDQG ILHOGG\QDPLFV VWUXFWXUHVRQH¶VDWWLWXGH WKURXJKREVHUYLQJDQG
interacting with people and the behaviours and activities of children. The underlying 
implication of this seems to be that fathers need to keep themselves informed of what 
their children do and guard against those influences that would otherwise be socially 
undesirable. Some parents therefore were cognisant of this role and appeared to have 
structured their practices along the same lines to avoid these pitfalls: 
The type of environment one gets in has a strong influence on the personality 
of a child. So therefore, I keep a check on my child about the type of friends 
he has. I keep a regular check on him so that he may not get into any trouble 
such as drugs, or other bad things. I would warn him not to have a company 
with someone who appears to me that they are misguided. I would not let my 
children go out in the evening and I have been very particular about this. 
(Parent, FGD, UBS) 
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As the above quotation illustrates, for protecting children from the negative influences 
of the society many parents exercised considerable control over the actions of their 
children. To achieve these aims, the parents clearly communicated a strong sense of 
SDUHQWDO µVXUYHLOODQFH¶DQGµDXWKRULW\¶RYHU WKHLUFKLOGUHQ ,Q WKLV UHJDUG6WDWWLQDQG
Kerr argue that given the temptations adolescents are exposed to and their 
susceptibility to harmful influences and antisocial behaviour, parents may be 
FRQVWUDLQHG ³WR XVH D ILUP KDQG DQG DFWLYHO\ FRQWURO WKHLU FKLOGUHQ¶V EHKDYLRXU DQG
DVVRFLDWLRQV´  0RUHRYHU WKH VXUYHLOODQFH RI FKLOGUHQ¶V PRELOLW\ LV D
PHDVXUHIRUWKHLUSURWHFWLRQ)RWHO	7KRPVHQDQG³SDUHQWV¶DZDUHQHVVRIWKHLU
FKLOGUHQ¶VDFWLYLWLHVLVFHUWDLQO\LPSRUWDQWIRUSUHYHQWLQJQHJDWLYHEHKDYLRXU´6WDWWLQ
	 .HUU  7KH ILQGLQJV VXJJHVW WKDW PRVW SDUHQWV¶ VXUYHLOODQFH DQG WKHLU
authoritarian stance was deeply ingrained in their culture and social class structures 
signifying the influence of the practices within the field on parental habitus.  
7.2.2 Field influence and communication dynamics of parents  
The findings suggest that many parents had structured their practices in the light of 
their experience within their respective social and professional fields. Many of them 
therefore were unequivocal in guarding their children from unwanted social practices 
and to instil in their children the norms and values they espoused. To achieve these 
DLPV ZKLOVW PDQ\ SDUHQWV ZHUH SDUWLFXODU LQ PRQLWRULQJ WKHLU FKLOGUHQ¶V DFWLYities, 
some parents claimed to have a more structured approach, emphasising their role and 
the dynamics of their interaction with children: 
I have kept my children within limits. If they feel that they have some spare 
time, they can meet with their friends, but with my permission. I have six 
sons; I am aware at all times where they are at their respective times. I always 
think after seeing a child that why is he roaming about [in the market]; is his 
father not aware of his whereabouts. My children [sons] after school hours, 
go to their respective works [jobs], meant for learning a skill. In the evening, 
they come here, meet me, take the groceries and stuff home « (Parent, UBS) 
The structure of parental habitus was such that the dominant and authoritarian 
appURDFKRISDUHQWVZDVHYLGHQW LQPDQ\SDUHQWV¶GHVFULSWLRQRIKRZWKH\PDQDJHG
and supervised their children. On the one hand, such an approach was due to the 
interplay between parental habitus and the field dynamics. On the other hand, for 
many of the parents this approach was needed because they wanted their children to 
conform to the social structures and practices. It was primarily because of these 
UHDVRQVWKDWOHGVRPHSDUHQWVWRGHVFULEHNHHSLQJWKHLUFKLOGUHQZLWKLQWKHLUµVLJKW¶ 
  314 
When my son gets back from school, after having his lunch, rest and offering 
afternoon prayers, he would come to join me at my pharmacy. This keeps 
him within my sight and at the same time, he is trained about medicine and 
customer services. He also brings his books to do some schoolwork, while he 
is at the pharmacy. (Parent, FGD, UBS) 
The social field had a powerful influence over parental habitus as given the respective 
age of their children parents had to guard against a number of issues. Understandably, 
there were individual differences between parents in terms of how they managed their 
FKLOGUHQ DQG NHSW WKHP ZLWKLQ WKHLU µVLJKW¶ +RZHYHU WKH XQGHUO\LQJ VWUXFWXUH DQG
pattern of many parents¶ interaction with their children was that besides protection 
DJDLQVWWKHµVRFLDOHYLOV¶WKHHQJDJHPHQWRIWKHLUVRQVLQYDULRXVVNLOOVDQGMREVZDV
also a source of some economic support. 
7.2.3 Cultural pull and field dynamics 
The analysis of the data reveals that for some parents the interplay between the field 
and culture had structured their habitus in a manner that had the influence of a cultural 
SXOO WR WKH LVVXHV DQG SUDFWLFHV RI RQH¶V QHLJKERXUKRRG HQYLURQPHQW 0RVW RI VXFK
parents were from a village environment, indicating the dominant and conditioning 
influence of the prevailing structures of the culture and field:  
The reasons are that the village environment is such that you need to have 
FRQWDFWZLWKSHRSOHDQGLI\RXGRQ¶WJLYHWLPHWRDQGLQWHUDFWZLWKSHRSOHLQ
your neighbourhood then you are out of the circle of happenings and tend to 
get disconnected from people. If you restrict yourself to home, you do not get 
WR NQRZ DERXW WKH HYHQWV LQ WKH YLOODJH:H GRQ¶W VLW WRJHWKHU LQ the home 
environment. (Parent, UBS) 
Since most of these parents were under the dominant cultural influence of the village 
environment, for many of them close communication and interaction with their 
children at home was not a norm but rather an exception. The specific culture and 
field therefore were powerful influences in determining and influencing suFKSDUHQWV¶
habitus and actions, ³E\ VKDSLQJ [their] UHSHUWRLUHRI µWRRONLW¶RIKDELWV VNLOOV DQG
styles from which [they constructed] µVWUDWHJLHV RI DFWLRQ¶´ 6ZLQGOHU 
Here, the important factor was that the cultural pull had a more powerful influence on 
SDUHQWDOKDELWXVLQDZD\WKDWWKH\SULRULWLVHGJLYLQJWLPHWRWKHµKDSSHQLQJV¶RIWKH
neighbourhood compared to the factors and processes within their homes. Some other 
parents compared the influence of and differences between the sub-cultural patterns of 
village and urban life in these words: 
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6RPHSHRSOH¶V>SDUHQWV@LQWHUDFWLRQLV[only] need-based at home [with their 
family members]. As I have said that [the surrounding social and cultural] 
environment has a lot of influence on a family. I live and work in a place, 
which is at the heart of the city, the environment here is different from others 
such as a village environment. (Parent, FGD, UBS) 
The dominant cultural influence of the village life was an important element in 
patterning the way some or many parents conceptualised their roles within the 
community and home environment. Here, various factors seemed to contribute to such 
a patterning of culture. Whilst social class was an important factor towards cultural 
patterning, other factors appeared to include: less access to and provisions of 
education and literacy levels; relative distance from the urban life and associated 
µSULYLOHJHV;¶ OHVV YDULDELOLW\ LQ VRFLDO QHWZRUNLQJ PHDQLQJ OHVV GLYHUVLW\ LQ KXPDQ
exchanges; and cultural codes demanGLQJDGKHUHQFHWRWKHµUXOHVRIWKHJDPH¶ 
7.2.4 Change in field structures as a means for adapting parental habitus 
One noteworthy finding concerning most of those parents who were uneducated or 
had less education was that their reflection on their past and experiences indicated a 
shift or change of habitus with the subsequent changes in their field dynamics. For 
such parents, the change in the structure of habitus meant that they reflected on and 
analysed the dynamics of their own field structures, highlighting its pros and cons in 
relation to their own historical contexts. In addition, due to the change in their habitus, 
these parents also talked about incorporating and adopting those practices and 
attitudes for which initially, or in earlier times, they did not have any provision or 
space in their habitus. In this connection, for some parents the influence of the 
µFXOWXUDO SXOO¶ DOOHJLDQFH WR WKH QHLJKERXUKRRG DQG FRPPXQLW\ OLIH RI WKH
village/locality) was so powerful and pervasive that a realisation of providing a 
µSHUPLVVLEOHHQYLURQPHQW¶IRUWKHLUFKLOGUHQ¶VHGXFDWLRQDQGWKHUHODWHGG\QDPLFVRILW
came at a very later stage in their life:  
«I have now begun to understand that for [the education of] my children I 
should have left my village for good and should have moved to an urban 
dwelling. I should have rented a house and provided a favourable and 
permissible environment to my children for a good education. They have 
done their education despite being in the village environment, where there is 
every type of person from milkmen, farmers, wayfarers to junk collectors. So 
everything is dependent on and associated to the [social] environment. So the 
kind of jobs you do have a strong surrounding influence around in your 
neighbourhood. Many people in our village even now have not been to 
schools [or do not give importance to schooling]. (Parent, FGD, UBS) 
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As the above excerpt shows, many of the uneducated parents were reflective about 
their experiences and about what they should have done for their children. This 
difference in perspective and experience of the parents formed an important part of 
their habitus. This was rooted historically in a sustained and diverse engagement of 
these parents within their various social and professional fields. In other words, since 
these parents having observed, interacted and exchanged views with numerous 
educated and uneducated people at their work place and in other social interactions, 
the parents developed an appreciation for an alternative or diverse set of practices and 
UHODWLRQVZLWKLQRQH¶VIDPLO\and public life. These experiences therefore formed an 
important part of their habitus, and hence resulted in changing their perception 
towards some of their already established patterns of dispositions.  
Another related aspect that was discussed by some other parents and which has also 
been identified in the above quotation pertains to the way some parents described 
OLYLQJLQDVSHFLILFVRFLDOHQYLURQPHQWZLWKDVSHFLILFµFODVV¶RISHRSOHZKLFKWKH\
described as having implications for people both socially and culturally. Many of 
these parents, whilst having an awareness about the consequences of living in such 
µHQYLURQPHQWV¶IRUWKHLUFKLOGUHQFRXOGQRWPDWHULDOLVHWKHLUGHVLUHVIRUXSZDUGVRFLDO
mobility or changing their field structures because of the gaps in their habitus and 
social and cultural capital. However, there were some exceptions, as some parents 
ZKR FRXOG µDIIRUG¶ LW LQGLFDWLQJ WKH FRPELQDWLRQ RI YDULRXV FDSLWDOV WR PLJUDWH
specifically left the village environment to provide better education for their children 
(see Section 7.3.7). 
One other important and interesting finding was that most of the uneducated parents 
revealed in the interviews and discussions that they did not send their eldest daughters 
to school, due to a number of constraining factors such as, due to their own lack of 
awareness, or because of cultural issues or the surrounding influence of the village 
environment. For most of them, it was only in the recent past that they started sending 
their young daughters to school. On the one hand, this collective change in attitude 
and practices of these parents meant a collective change in and flexibility of parental 
KDELWXVWRZDUGVWKHGDXJKWHUV¶HGXFDWLRQ2QWKHRWKHUKDQGFKDQJHVLQWKHVWUXFWXres 
of the field dynamics over time meant that these parents tended to have flexibility in 
their habitus for accepting and adopting the possibilities of educating their daughters 
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in school. Therefore, because of the change in social attitude towards the education of 
daughters, some parents acknowledged that it transformed their perception:  
Parent: All [of my] children are studying except my eldest daughter, who has 
been engaged. She has not been to school but has had some Quranic 
education at home. 
MS:  Was it due to her lack of interest in education or were you not 
interested in educating her? 
Parent:  She did not have an interest in school as well as we were also not 
interested in her education. 
MS:  What was the reason for this? 
Parent:  We did not want her to go to school, but I have realised only recently 
that education is a good thing. Previously, in our Pashtun culture, we 
did not let daughters seek education in schools; whereas sons were 
HQFRXUDJHGWRJHWHGXFDWLRQ«3DUHQW5%6 
One other parent shared the following perspectives: 
MS: Are your daughters studying? 
Parent:  No, they only read Quranic education, and I have not sent them to 
school. Only my youngest daughter [youngest in all the siblings] 
goes to school, along with my two sons. 
MS:  Why you did not let your other daughters go to school?  
Parent:  It was because, in those times there was no provision, at that time 
WKHUHZHUHQRSULYDWHVFKRROV LW¶VEHHQRQO\ LQ WKH ODVW IRXURU ILYH
years that private schools have opened in our village.  
MS:  Why did you not educate your eldest daughters, and what were the 
reasons behind this?  
Parent:  Well, sir, you know about the environment of our village. There was 
no school in our vicinity and the village environment was such that 
when daughters would go out of their house, there would be loose 
talks and stuff.  
MS:  Do you send your [eldest] daughters to a madrassa? 
Parent:  No, one of them [daughters] is taught at our house by one of my 
aunts who lives near our house. My other daughter goes to one of our 
QHLJKERXU¶V KRXVH DQG LV WDXJKW 4XU¶DQ OHVVRQV E\ RXU QHLJKERXU¶V
wife. (Parent, RBS) 
As the above excerpts illustrate, the restrictive forces embedded in the structures of 
the culture were positioned VRVWURQJO\LQWKHSDUHQWV¶KDELWXVWKDWDFFHVVRI daughters 
to seek education in school remained restricted. For most of such parents, the eldest 
GDXJKWHUVVWD\HGDWKRPHDQGOHDUQHGWRUHDGWKH4XU¶DQIURPWKHLUPRWKHUVRUIURP
some other female in their neighbourhood, whereas some of them were sent to the 
local madrassas for religious education. For such parents, the field dynamics and their 
habitus was structured in a way that by living in rural or conservative communities 
they were less likely to have an informed, open, and participatory attitude towards the 
participation of girls and women in education and public life. This was so, both 
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personally out of their own conviction and collectively due to the constraining social 
and cultural environment. However, for most of them change in the field structures 
brought about changes in their habitus and thus these parents started to appreciate and 
DFNQRZOHGJHWKHFKDQJHLQWKHLUDZDUHQHVVDQGWKHLPSRUWDQFHRIWKHJLUOV¶HGXFDWLRQ 
7.2.5 Section summary 
In summary, the interplay between parental habitus and practices and field structures 
highlighted how contact with the broader social structures influenced parental habitus 
DQG WKHUHIRUH LQIRUPHG DQG FRQGLWLRQHG PRVW SDUHQWV¶ DWWLWXGHV WRZDUGV QRUPV DQG
values about children. I also discussed that parental interaction and experience within 
their respective social and professional fields had structured their habitus and 
communication patterns with their children. In addition to this, I considered the 
influence of cultural pull on parental habitus. The cultural pull as a mandatory and 
compulsive force of the neighbourhood and community fields had conditioned some 
parents to remain in contact with the field structures outside the home. For such 
parents, contact and interaction with children at home therefore was minimal because 
of the cultural dynamics and field structures that prevailed outside the home. I also 
demonstrated that for many parents change in field entailed readjusting parental 
habitus and incorporating alternative patterns of practices. In this regard, I discussed 
that whilst most of the uneducated parents had not sent their eldest daughters to 
schools, over time change in the field structures changed their habitus due to which 
they had started sending their youngest daughters to school.  
7.3 The interplay between parental habitus and education  
In this section, I GLVFXVVSDUHQWV¶YLHZVRQHGXFDWLRQDQGH[SORUHLWVLQWHUSOD\EHWZHHQ
parental habitus and field structures. The focus of the section therefore is to highlight 
how the interplay between parental habitus and education shape and LQIRUPSDUHQWV¶
perspective about norms and values that they want to inculcate in children. I then 
WKURZVRPHOLJKWRQVLWXDWLQJWKHUROHRIHGXFDWLRQLQWKHFRQWH[WRIWKHSDUHQWV¶VRFLDO
class dynamics and demonstrate that working-class parents see strong connections 
between acquiring education and upward social mobility as economic dividends. I 
then present and discuss parental metaphors about education and analyse the various 
themes by positioning parental habitus in the light of the respective field structures. 
7KHUHDIWHU,H[SORUHWKHWKHPHRIµHGXFDWLRQDVcapital¶WKDWPDQ\RIWKHSDUHQWVsee 
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DVDOLEHUDWLQJIRUFHDQGDVDQDELOLW\WRPDNHHIIHFWLYHVHQVHRIRQH¶VILHOGVWUXFWXUHV. 
In this section, I also throw some light on the perspectives of mothers and fathers on 
the education of daughters and discuss the differences in their perspectives to 
KLJKOLJKW WKH FRQVWUDLQHG KDELWXV RI PDQ\ IDWKHUV RQ WKHLU GDXJKWHUV¶ HGXFDWLRQ. 
Finally, I discuss the dynamics of parental habitus and field avoidance to highlight 
how for some parents the constraining field structures of the village environment 
instigate them to move to urban areas for providing a better education to children.  
7.3.1 The interplay of norms, values and education 
In previous sections (7.1.1 and 7.2.1), I discussed that parental emphasis on norms 
and values was structured along their habitus and the prevailing structure of practices 
and culture within the field. Similarly, the same emphasis underpinned the 
perspectives of parents when they discussed the purposes of educating their children. 
Therefore, for most parents one of the primary purposes of educating their children 
was the inculcation of norms and values that they espoused. In this regard, one of the 
most common responses of many parents was that they wanted that through education 
their children are able to differentiate between the good and bad:  
The purpose of education is that one must be able to differentiate between the 
good and bad. Apart from this, thinking of an educated person is different and 
more refined from a person who is uneducated. (Parent, UBS) 
Education itself is very important. Education shows us every way, of every 
respect. It shows about the good and bad, about the right and wrong. (Parent, 
UGS) 
:KLOVW SDUHQWV GLIIHUHG LQGLYLGXDOO\ LQ WHUPV RI WKH ³HGXFDWLRQDO NQRZOHGJH DQG
DZDUHQHVV´ &UR]LHU  WKH PDQQHU LQ ZKLFK PDQ\ SDUHQWV VKDUHG WKHLU YLHZV
about the norms and values they wanted their children to follow also signified their 
will and desire to appropriate and enhance their cultural capital. In this regard, many 
parents therefore often compared uneducated and educated people given the 
XQGHUO\LQJ GLIIHUHQFHV LQ WKHLU µWKLQNLQJ¶ ZKLFK LV DOVR PHQWLRQHG LQ RQH RI WKH
excerpts abovH7KLVGLIIHUHQFHLQµWKLQNLQJ¶of educated people could be interpreted 
as the difference in the amount and quality of habitus and the related complexity and 
quality of the structure of their dispositions. Given this understanding, naturally, for 
such parents negotiating access to the school and comprehending the structure of the 
KDELWXVDQGSUDFWLFHVRIWHDFKHUVWKDWUHTXLUHGDGLIIHUHQWVHWRIµWKLQNLQJ¶ZRXOGKDYH
been a daunting experience for the parents. Most parents therefore saw education as 
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capital, as it signified an ability and capacity by following which a person not only 
FRXOG GLIIHUHQWLDWH EHWZHHQ WKH µULJKW¶ DQG µZURQJ¶ EXW DOVR WKH PHQWDO VWUXFWXUHV
acquired/attained through education itself were seen as more enabling. 
For some other parents, the purpose of education signified deportment: 
Education gives you many things. Education gives manners, tells about the 
procedures of meeting with youngsters and elders, of meeting and greeting 
people, of sitting and standing [in a specific environment]. (Parent, UGS) 
Education enables you to know about mannerisms, of how to speak with 
[people] and sit in the company of people. (Guardian, RBS) 
One might argue here that it is through the socialisation and cultural frames of 
reference that we learn and acquire the behaviour patterns and manners that one uses 
to interact and communicate with others in society. However, the points in the above 
excerpts concern something deep and cognitively hardwired than mere indication of 
RQH¶V socialisation. The purpose of education here is not just about speaking, meeting, 
sitting and talking to people; it has more to do with the structures and quality of those 
manners that one acquires by investing their time and energy in that pursuit. The 
implication here seems to be that seeking education not only makes a difference to 
RQH¶V RZQ YDOXHV DQG PDQQHUV LW DOVR KDV D ULSSOH HIIHFW IRU RWKHUV LQ WKH EURDGHU
social field.  
In a similar vein, for some other parents, besides wanting that their children become 
better individuals, the purpose of educating their children also underpinned their own 
desire to compensate for their low levels of education: 
I: What is the purpose behind educating your daughter?  
Parent:  That she may become a better human being. I have not been 
educated, so I earnestly desired that my daughter gets a good 
education and that she may proceed to higher education. (Parent, 
UGS) 
Whilst the normative dynamics had significantly underpinned parental habitus 
concerning the purposes of education, most parents desired that their children do well 
in education so that the children may avoid the void of education that the parents 
themselves felt in their lives. This understanding was deeply embedded in most 
SDUHQWV¶KDELWXVDVWKHLURZQH[SHULHQFHRIOLIHKDGLQIRUPHGthem about the gaps in 
some of the structures of their norms and values, which required higher order and 
complex structures to make more effective sense in particular situations. Moreover, 
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DVVRFLDWHGZLWKWKLVYRLGRUJDSLQHGXFDWLRQZDVWKHSDUHQWV¶LQDEility or inadequacy 
of appropriating the associated complexity of the structure of language in their 
LQWHUDFWLRQVZLWKRWKHUSHRSOHWKDWUHOLHGPXFKRQRQH¶VHGXFDWLRQDOEDFNJURXQGDQG
related structures.  
The point I want to make here is that parental perspectives on the norms and values 
from the dimension of education was just one aspect of their habitus and the role that 
WKH ILHOG SOD\HG ZDV UHFLSURFDO DQG PXOWLGLPHQVLRQDO 7KLV GHWHUPLQHG WKH SDUHQWV¶
desire to reinforce their perceptions about the norms they deeply held dear, but also to 
reflect on their own experience and to construct according to their habitus an image of 
education for their children, which they themselves could not achieve. In this sense, 
parental perspectives on education were also deeply embedded in their social class 
position, which I now discuss in the section that follows.  
7.3.2 The dynamics of social class and education 
The findings suggest that for parents the dynamics of their social class and education 
were deeply intertwined. Most parents therefore saw education as a means of upward 
social mobility, for improvement in their SES and as a tool for fulfilling the utilitarian 
aims. However, given the differences in their respective habitus, experience and 
background, the perspectives of the individual parents emerged as having various 
layers and shades. Therefore, for some parents, as a source of social recognition and 
difference, the significance and application of education in everyday life was quite 
compelling in the way they shared their experiences:  
:KHQ FKLOGUHQ VHHN HGXFDWLRQ WKH\ ZRQ¶W EH OLIWing big carpet rolls in our 
shop. [Those who have not done education] are reminded [in the shop] the 
times when they used to play truant and avoided going to school and thus 
now find lifting the carpet rolls difficult. I tell my children: ³VHHNHGXFDWLRQ
education is a good thing. It is a good thing because you will make use of the 
SHQ DQG HDUQ \RXU OLYLQJ <RX ZRQ¶W GR the donkey-work like I do: get 
underneath it [the carpets], lift it up, put it down.´ My life has already been 
spoiled. (Parent, RBS) 
There are many benefits of education, it gives you comfort in life; it helps 
you in avoiding working under the sun, of avoiding drudgery, and of 
avoiding undesirable and wasteful habits. (Parent, RBS) 
According to my understanding, the purpose of education for a poor parent is 
that his child gets a job, become an officer [to earn a decent living]. Whereas 
for an affluent parent, with good [civic] thinking, [it] may mean that his 
children become good citizens, be of benefit to other people and play their 
role in the development of the country. (Parent, FGD, UBS) 
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The importance of education was evidently clear to most parents, especially to the 
ones that were uneducated, as they had firsthand experience of what it entailed to be a 
person without education. This experience interpreted as their habitus had informed 
DQGµHGXFDWHG¶WKHSDUHQWVWKURXJKZKLFKWKH\FRXOGFRPSDUHDQGFRQWUDVWWKHVRFLDO
class consequences of not being educated. These parents were therefore better placed 
to articulate effectively what they had learned from their experience and from the hard 
realities of life that formed the basis of their habitus. As the above quotations show, 
the difference of social class and parental aspirations for education that makes a 
GLIIHUHQFH WR RQH¶V TXDOLW\ RI OLIH FRPHV DFURVV TXLWH VWURQJO\ WKURXJK WKH SDUHQWV¶
reflection. 
It became apparent from the findings that the majority of the parents desired upward 
social class mobility. In order to do this, most of them desired a better and different 
future for their children and did not want that their children follow the work and life 
they themselves had been going through:   
In my opinion, I think that the way I have spent my life, my children should 
not follow my footsteps and they must have a good [decent] life. No matter 
ZKLFKGLUHFWLRQWKH\JR>LQWKHLUOLIH@DQG,GRQ¶WXQGHUVWDQGZKDWLVJRRGDQG
beneficial, but I wish that their standard of living is raised. (Parent, UBS) 
,GRQ¶WZDQWWKDt my children end up doing the work I am doing now. (Parent, 
UBS) 
We [parents] say [discuss] that we have an impoverished and miserable life, 
DQGWKLQNWKDWRXUFKLOGUHQ¶VIXWXUHEHVRPHZKDWEULJKWer by seeking worldly 
or religious education, at least up to the matriculation level so that they may 
be able to read something. (Parent, RBS) 
Clearly, there is a sense of deprivation in the parents¶ assertion above, which 
exemplified their social class standings. It was probably because of their experiences 
within the various social and professional fields that the parents could see a strong 
connection between education, class structures and dynamics and the inherent logic of 
reproduction within the society due to which the parents emphasised the purposes of 
education in utilitarian terms and as a way of upward social mobility. Understandably, 
given the limitation in terms of the quality and amount of the habitus and capital, 
these parents were equally aware that they were limited to their specific/lower rungs 
of the society. Moreover, since education in its institutionalised and embodied form 
did not form an important part of the cultural capital and habitus of many parents, 
WKH\ NQHZ WKDW WKH\ GLG QRW KDYH WKH µFRGH¶ WR µGHFLSKHU¶ %RXUGLHX  WKH
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complex and higher order structures of dispositions and practices to seek and 
appropriate social, cultural and economic benefits for themselves. Most parents 
therefore desired and aspired that what they themselves could not achieve in life, their 
children might be able to do so through education.  
One other important finding concerning the interplay between parental habitus and 
education and their social class dynamics was that the majority of the uneducated 
parents had an understanding that their children seek education at the most up to 
secondary education, as has also been indicated in one of the excerpts given above. A 
view also shared by most teachers in the schools (see Chapters Five and Six), most 
of the uneducated parents considered secondary education as the threshold for their 
children, beyond which they did not see much scope and significance. For such 
parents, this seemed to indicate differences in the structure of their habitus and the 
influence of their social class and the constraining influence of the respective structure 
and trends of the field.  
In a similar vein, the findings also suggest that the restricted or limited approach of 
PRVWRIWKHVHXQHGXFDWHGSDUHQWVWRZDUGVWKHFKLOGUHQ¶VHGXFDWLRQZDVDOVRGXHWR
economic and cultural reasons. From the economic point of view, the fact that most 
parents had a working-class or poor background and had large families meant that 
affording their FKLOGUHQ¶V HGXFDWLRQ EH\RQG VHFRQGDU\ HGXFDWLRQ was not possible. 
Most of them therefore wanted that their son(s) get a job in the public or private 
sectors, or otherwise employed in some other trade or work. However, from the 
cultural point of view, whilst many parents wished and aspired that their sons(s) go 
beyond secondary education (although for many this was unlikely because of their 
SES, stratified and hierarchical social systems, and the overall social inequalities), a 
good number of uneducated parents deemed it inappropriate for the daughters to go to 
a college or a university. For such parents, both in the rural and urban areas, where 
there were conservative cultural practices and low literacy levels, sending daughters 
to a university for education was a taboo and a stereotype, which indicated the 
constraining factors of culture and field inhibiting the habitus of the parents (see 
Section 7.3.6).  
The findings also reveal that those parents who had left school either at the primary, 
middle or secondary levels, whilst they had high aspirations for the education of their 
children, they also did not want their children to follow their life and work patterns:  
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Education is a good thing. Had I acquired a good education I would not have 
EHHQGRLQJ WKHSHRQ¶V MRE , GRQ¶WZDQW WKDWP\FKLOGUHQ HQGXSGRLQJ WKH
work I am doing now. I want that they get good places (jobs) which other 
ordinary people get. I want and wish that they get good positions and lead a 
good life; P\HIIRUWLVWRZDUGVWKLV,GRQ¶WNQRZDERXWWKHIXWXUHEXWWKLVLV
what I wish. (Parent, UBS) 
It might be evident here that the pattern of thought running in the above excerpt 
suggests some difference and depth of parental habitus compared to those of the 
uneducated parents. This difference of parental habitus also indicates difference, 
variation and appropriation of the underlying social and cultural capital that helped 
VXFK SDUHQWV WR FRPSDUH DQG FRQWUDVW WKHLU ILHOG SRVLWLRQV ZLWK WKDW RI µRWKHUV¶ E\
H[SUHVVLQJWKHLUGHVLUHIRUµJRRGSODFHV¶IRUWKHLUFKLOGUHQWKDWµRWKHURUGLQDU\SHRSOH
JHW¶,QRWKHUZRUGVWKHVHSDUHQWVKDGOLPLWHGRUORZOHYHOVRI ³HGXFDWLRQDOKDELWXV´
(Fowler 1997:27). However, having observed, interacted within their social and 
professional spheres and having developed networks with a number of people holding 
various statuses and positions, the parents had acquired an understanding and 
DSSUHFLDWLRQ IRU D ³IHHO IRU WKH JDPH´ %RXUGLHX  DV WKH\ FRXOG VHH WKH
GLIIHUHQFHHGXFDWLRQKDGPDGHWRWKHOLYHVRIµRUGLQDU\SHRSOH¶ 
The dynamics of social class and education for the parents also had a manifestation 
and association in WHUPVRIRQH¶VVWRFNRIHFRQRPLFFDSLWDO)RUVRPHSDUHQWVKDYLQJ
not been in the possession of material and physical resources meant consequences for 
RQH¶VVRFLDOFODVVDQGGLIIHUHQFHWRRQH¶VTXDOLW\RIOLIH 
Apart from this, people can do their own business. People having land 
[landowners] use their [economic] resources and lead a good life. For us, the 
poor, we at all the times need to do these kinds of jobs and nothing else. I 
GRQ¶WKDYHPDWHULDOUHVRXUFHVVXFKDVSLHFHRIODQGDQGRWKHUWKLQJVMXVt this 
drudgery. It is quite understandable that when you are uneducated you are 
bound to do ancillary work (kiln work etc.). (Parent, UBS) 
The above quotation suggests that economic capital seemed an important predictor 
and element in making or providing DKHDG VWDUW WRRQH¶V FKLOGUHQXVLQJZKLFKRQH
could appropriate and build on their already established levels of social and cultural 
FDSLWDO+RZHYHUPRUHLPSRUWDQWKHUHDUHVRPHRIVXFKSDUHQWV¶UHIOHFWLRQVRQWKHLU
own educational habitus and the resultant and related consequences of their social 
class due to which they could not appropriate what other people possessing various 
capitals could do. However, for most parents whilst education and class were 
intricately connected in terms of social mobility, some parents also reflected on the 
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benefits accrued through education for their class in terms of its symbolic 
significance: 
Their [brothers] education will give many benefits « The most important 
benefit to our family would be that of education in an uneducated and 
illiterate family; he [father] did not consider education worthwhile [anything 
important]. « By this I mean that [for instance], when they [brothers] 
become teachers many people would benefit [through their teaching]. 
Education would bring a good name to our family « and people would say 
that although their father was illiterate his children did well in education. 
(Guardian, RBS) 
As the quotation above suggests, seeking social approval and recognition leading to 
RQH¶Vfamily pride also underpinned the purposes of education LQRQH¶VIDPLO\. Here, 
whilst for many parents education was an important contributing factor in enhancing 
RQH¶V HGXFDWLRQDO VWDWXV LW was primarily the economic returns through education 
exhibited in material and monetary terms that many parents considered would 
improve their social class standing in their community.  
However, not all parents agreed with the material gains or benefits of education seen 
and advocated by many other parents. It seemed that some parents were sceptical of 
the benefits accrued through education, and did not see much worth of the educational 
credentials in the actual job market: 
In my opinion, these days, learning a skill is better than doing education; 
what would you do by doing education (obtaining certificates or degrees)? 
Would you lick it? Would you eat it? [Meaning hereby that education is 
worthless in terms of jobs] (Parent, RBS) 
Although most parents spoke highly of education DQGLWVLPSRUWDQFHLQRQH¶VOLIHIRU
some parents their personal day-to-day experience of seeing young people with 
education without jobs were glaring examples of educational inflation and 
joblessness. These parents were therefore critical of and sceptical towards the 
perceived benefits of education in the job market and indicated gaps in the quality of 
public school education. Many parents (and most teachers also) therefore blamed the 
mainstream public education for its poor quality output.  
70HWDSKRULFDOO\VSHDNLQJµHducation is like light, it takes you towards the 
SDWKRIOLJKW¶ 
2QHRIWKHLQWHUHVWLQJILQGLQJVRIWKHSDUHQWV¶GDWDZDVWKHSDUHQWV¶XVHRIPHWDSKRUV
and analogies to describe or visualise education and its various dimensions. For many 
SDUHQWVWKHXVHRIµOLJKW¶DVDPHWDSKRUFDPHDFURVVYHU\VWURQJO\which exemplified 
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and manifested their underlying patterns of habitus that were structured around their 
immediate and intimate experiences of life. Some other parents made use of the 
DQDORJLHVRIµVLJKW¶µODQJXDJH¶DQGFRJQLWLRQWRGHVFULEHWKHVLJQLILFDQce of education 
in everyday aspects of their lives. They seemed to point to differences between the 
underlying structures of cognition and habitus of individuals in which language(s) 
play an important and significant role, which people use to appropriate and decode 
structures and practices in various social settings. Thus, these powerful analogies and 
metaphors that the parents used seemed to have a physical as well as a personal 
dimension.  
µ/LJKW¶ LQ WKH SK\VLFDO VHQVH KDV DQ HQDEOLQJ HQWLW\ RU SRZHU ZKLch is external in 
nature but helps people realise and appropriate their individual potentials to obtain 
EHQHILWV RI YDULRXV VRUWV LQ WKHLU YDU\LQJ FRQWH[WV /LNHZLVH µOLJKW¶ DV D SHUVRQDO
dimension of the parents pertains QRWRQO\WRWKHXVHRIRQH¶VLQKHrited and acquired 
capacities (i.e. ones habitus) but also signifies the reciprocal nature of the long lasting 
LQWHUDFWLRQ ZLWK WKH VRFLDO DQG SK\VLFDO ZRUOG ZKLFK JLYHV SHRSOH WKH µYLVXDO¶ DQG
µSK\VLFDO¶IUHHGRPZLWKZKLFKWKH\GHULYHEHQHILWVLQWKHLURwn unique ways. Simply 
put, for some parents WKH µOLJKW¶ RI education was as a source of power and 
enlightenment, and an ability to make a GLIIHUHQFH WR RQH¶V OLIH, by avoiding 
µGDUNQHVV¶DQGIROORZLQJRUEHQHILWWLQJIURPOLJKW: 
Parent: Education is like, when you enter a house at night time with a light 
[bulb] switched on in which you see everything. So education is like 
when a light [bulb] is on. An uneducated person is like when you 
enter a room with pitch darkness and no light. (Parent, RBS) 
MS: What is WKHSXUSRVHRIµOLJKW¶DVHGXFDWLRQ" 
Parent: The purpose of light is that when you enter a room, it enables you to 
see everything from wardrobes, chairs, to beds so that you may not 
tumble upon these things. An uneducated person is like, when you 
enter a room, there is pitch darkness, you stretch your hands and fear 
that you may tumble against the wardrobe or are injured by a chair±
an uneducated person is like this. (Parent, RBS) 
Seeking education is very important. It brings people out of darkness into 
OLJKW«Parent, UGS) 
« Education is like [the difference between] darkness and light; like day and 
night. An uneducated person is like night, with pitch darkness you tumble on 
things, and see nothing «(Guardian, RBS) 
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For some other parents, the purpose of education as light signified a constant and 
never-ending struggle and an endeavour to capture and appropriate the riches that it 
FRQWDLQHGLQWHUPVRIRQH¶VLPSURYHPHQWDWSHUVRQDOPDWHULDODQGV\PEROLFOHYHOV 
The pXUSRVHRIHGXFDWLRQLVWKDW«,P\self have got some education but the 
situation at that time was such that I could not continue my studies further 
and learned a skill for some earning. So, education is like a light. My advice 
WRP\VRQVLVWKDW³LW>HGXFDWLRQ@LVOLNHDOLJKW; the further you can go in that 
go ahead and if there are any obstacles down the line, then one can think 
DERXWDOWHUQDWLYHV´Parent, UBS) 
Education is like light, it takes you towards the path of light. (Guardian, 
RBS) 
$VWKHDERYHH[FHUSWVVXJJHVWµOLJKW¶LQLWVphysical sense provide an ability and more 
specifically visibility that one appropriates to do innumerable tasks according to their 
own potential and desire. The suggestion here is progress and development in that the 
further one goes through light the more light they can gather, the more places they can 
see and the more detail they can internalise. In this manner, education equips people 
with structures and mechanisms that serve as a decoding process, of making sense of 
RQH¶V RZQ VHQVH DQG SODFH LQ D VSHFLfic social field and of appropriating the same 
structures to make effective sense of the countless and multidimensional externalities 
WKDWOLHRXWVLGHRQH¶VVHOI 
For some other parents, the analogy that they used concerned the immediate senses of 
sight, touch and cognition/language, which necessarily are the pathways and the go-
EHWZHHQ WKH SHRSOH¶V LQWHUQDO ZRUOGV DQG DV WRROV IRU HIIHFWLYH DSSURSULDWLRQ RI WKH
externalities of the outside world:  
Education is important for all aspects of life. People having eyes are blind if 
they are uneducated, [they may] have a tongue and would talk but are dumb 
if they are uneducated. [It is because] English [language] these days is very 
much in common use, and Urdu [language] is in common use, and you meet 
with such people [who speak these languages]. (Parent, UGS) 
Education is a very good thing. It opens your eyes, it enlightens you « You 
tend to know about things, about reading and writing, which is comforting. 
(Parent, RBS) 
7KHµEOLQGQHVV¶DQGµGXPEQHVV¶RISHRSOHZithout education are powerful descriptors 
that separate, situate and identify the complexities of the underlying coding and 
decoding of the structures, patterns and processes that signifies the various mediums 
of transactions and the structures of appropriDWLRQ LQ RQH¶V ILHOGV RI UHIHUHQFH 7KH
parental emphasis on the power of languages as descriptors of dominance and ability 
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provides some understanding into how constrained people might feel if/when the 
structure of practices incorporating language and the related structures of transactions 
LVEH\RQGRQH¶VUHDFKDQGXQGHUVWDQGLQJ)URPVXFKDSDUHQWDOSHUVSHFWLYHHGXFDWLRQ
DQGLWVDSSURSULDWLRQLQOLIHZDVWKHUHIRUHUHJDUGHGDVRQHWKDWµHQOLJKWHQHG¶SHRSOH¶V
OLYHVDQGRSHQHGRQH¶VH\HVWKURXJKZKLFKSHRSOHFRXOGVHHNYDULRXVµFRPIRUWV¶ 
7.3.4 Education as capital, as a liberating force 
The findings suggest that for most parents, education and being educated signified 
having an ability and capital that many parents saw as a liberating force. Given their 
respective habitus and social and professional field positions, many parents extended 
WKHXVHRIWKHµOLJKW¶PHWDSKRUWRGHVFULEHDQGLQWHUSUHWWKHVLJQLILFDQFHDQGYDOXHWKDW
education had in their personal and social lives. For some parents, education therefore 
signified access, movement, and liberty: 
By light, I mean knowledge whereby one can see things. [With] the level of 
knowledge you have you can see things around you. Without knowledge, you 
cannot see anything. «One can see the world; one can go everywhere. An 
illiterate man cannot go to any place. An illiterate man is just restricted to his 
job, to his home and the locality he lives in and can only see things in these 
places. When the sun rises, you can see everything but when there is pitch 
darkness, you cannot see anything. (Parent, UBS) 
As the above excerpt suggests, for a number of parents, speaking about education 
triggered responses and experiences mirroring their own personal lives. In negotiating 
text-based symbols, complex language structures and the related structures and 
SUDFWLFHV KDG D FRQVWUDLQLQJ DQG OLPLWLQJ LQIOXHQFH RQ WKHVH SDUHQWV¶ VHQVH RI
movement and effective use of the social world. Such parents envisioned education as 
a vehicle for access and freedom and the lack of it as a restriction. Seen from the 
perspective of negotiating access to school and making sense of and appropriating 
effectively the structure of practices of teachers was a daunting experience for such 
parents (see Chapter Eight). This implied that they did not feel confident that they 
possessed the appropriate or comparable amount and quality of habitus to that of the 
teachers.  
In a similar vein, for some other parents, the significance of education was evident in 
interpreting messages and decoding the structures of the written word and the 
underlying logic of it: 
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For one who is educated, wherever you go, one can read signboards that this 
is Dr. so-and-so or this is a such-and-such place, this is Hayatabad [a town], 
or this is Board [a place] or this is a medical ward in hospital, or this is a so-
and-so shopkeeper, or go to a such-and-such pharmacy and bring such-and-
such medicine. So when that person is educated, he would go, read the [sign] 
board, enter [the shop] and take it [medicine]. So everything is dependent on 
education. Is it [everything] dependent [on education] or not? (Parent, RBS) 
«,VHHP\VHOIWKDW,DPXQHGXFDWHG«>)RULQVWDQFH@ZKHQ,WDNHP\FKLOG
WRKRVSLWDO ,ZRXOGVWDQGQH[WWRWKHGRFWRU¶V URRPEXWZRXOGDVN>SHRSOH@
where such-and-such [doctRU@LVEDVHG«Parent, UGS) 
Apart from this, when you go out of your house, or go to hospital for a 
GRFWRU¶V DSSRLQWPHQW±for all these things, education is very important. 
(Parent, UGS) 
[For instance] when they [children] go to a street or to some place, they 
would at least know which way to follow. As I have not been educated, I 
GRQ¶WXQGHUVWDQG ,ZLOOJHW ORVW LI ,JR WRDSODFHVRPHGLVWDQFHIURPKHUH
EHFDXVH,GRQ¶WXQGHUVWDQG>DVEHLQJXQHGXFDWHG@Parent, RBS) 
These personal reflections of the parents might give some insight into how these and 
such parents visualised education as capital and power that is empowering, giving a 
sense of liberty, freedom and the ability to effectively appropriate structures and 
SUDFWLFHV WR RQH¶V RZQ DGYDQWDJH +RZHYHr, as the majority of the parents did not 
possess comparable levels of education to that of the teachers, it therefore had 
implications for their relations with teachers (see Chapter Eight). For some other 
parents, the importance of education was evident in the way they wanted to manage 
and maintain their daily expenditure: 
The benefit is that when you bring some groceries, you know [about 
numeracy], that how much you have spent, that you have bought this item for 
[Rs.] 10 and the other for [Rs.] 20, and this one for [Rs.] 15. This will give 
you a better idea of how much you need to spend each day. (Parent, RBS)
  
Likewise, the lack of education clearly had constrained parental sense of efficacy 
FRQFHUQLQJWKHLUFKLOGUHQ¶VVFKRROZRUN 
:HOO,GRQ¶WXQGHUVWDQd [much about this]. But, I wish I could have done it. 
[At home] I would ask my youngest daughter to sit with me and take out her 
schoolwork and to memorise her homework. I would then think that I should 
ask her what has she memorised. She would say that she has memorised the 
work. I would not know whether this is the case or not, unless my eldest son 
comes and confirms this. For this [asking children about their schoolwork] 
education is important. (Parent, UGS) 
As the above excerpt shows, many parents wished and desired to have had enough 
education that would have helped them in the various issues, aspects and problems 
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that they experienced in their personal and social lives. However, since many of them 
did not have in due proportion the required and appropriate capital, which included 
the material and the ideational social products of thoughts, actions, objects, as the 
currency of the social intercourse (Grenfell & James 1998:18), they found themselves 
ill equipped and unable to engage and make sense of the structure of practices in 
various social situations. Nevertheless, for some parents, despite considering 
themselves as educationally handicapped, they seemed to have adapted their habitus 
WRHQJDJHPRUHGHHSO\ZLWKWKHLUFKLOGUHQ¶VHGXFDWLRQDWKRPH 
I m\VHOIEHLQJLOOLWHUDWH>XQHGXFDWHG@XQGHUVWDQGDEO\GRQ¶WNQRZPXFK%XW
I do know to the extent that when my children come home [after school], I 
FKHFN WKHLUFRSLHV>QRWHERRNV@ WR VHH WKDW WKH\KDYHEHHQJLYHQD µJRRG¶DW
RQHSODFHDQGDµVWDU¶DWRWKHUand [I] check their marks that out of 20 how 
much marks they have obtained in tests. I understand up to this level, even 
though I have no education. I have a very keen interest in education. So when 
you have an interest in something you strive towards that. I check their copies 
[notebooks]. I know to the extent that I check their writing for neatness and 
clarity. I always tell my daughter to take proper care of neatness when writing 
[in the notebooks]. (Parent, UGS) 
This suggests that underpinning the above excerpt is a reference to the inculcation or 
appropriation of secondary habitus (Reed-Danahay 2005:155). The mother may have 
DFTXLUHG WKHVH µVNLOOV¶ RU µFDSLWDO¶ RYHU WLPH LQ WKH KRPH FRQWH[W WKURXJK WKH
socialisation processes of engaging with her children about their school matters and in 
VRPHZD\VOHDUQLQJIURPWKHPZKDWLWHQWDLOHGWREHJLYHQDµJRRG¶DQGDµVWDU¶HWF
The benefit of such an engagement of the mother with children could not only be seen 
as monitoring her children¶V progress but also as a reassurance for the children of the 
importance of education and learning.  
7.3.5 Fathers on daughters education: how constrained is the habitus? 
The findings reveal that whilst most parents highlighted the significance and 
importance of education for thHLUFKLOGUHQLWEHFDPHDSSDUHQWIURPWKHIDWKHUV¶GDWD
that many fathers held restricted views about the education of daughters. Moreover, it 
was evidently clear from the data that the majority of the parents treated their sons 
and daughters differently, by giving preference to sons in education and everyday 
aspects of life. This consequently on a broader local and national level seemed to have 
implications for gender disparities in education for girls, documented extensively in 
the context of Pakistan (e.g. Aslam & Kingdon 2008; Shami & Hussain 2005b; 
Winkvist & Akhtar 2000).  
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In this connection, educational literature reports two broad explanations for gender 
gaps that persist in Pakistan: one body of knowledge details the demand-side 
explanations and the other pertains to the supply-side of the issue (Aslam 2006). Of 
particular importance to this study LV WKH IDFW WKDW ³VWURQJFXOWXUDO QRUPVRI purdah 
and restrictions on female mobility, empowerment and decision-PDNLQJ«XQGHUPLQH
>JLUOV¶@ DFFHVV WR VFKRRling when of school-going-DJH´ $VODP -14), 
especially in the rural parts of the NWFP and Pakistan. Many parents therefore held 
restrictive views on educating their daughters due to cultural and economic reasons, 
and treated their sons differently and favourably in academic and everyday matters. 
One father expressed the following views about the education of his daughters: 
Parent:  In my view, when girls have some basic education, then that should 
be sufficient for them.  
MS:  What are its benefits?  
Parent:  The benefits are that when daughters seek education up to middle or 
secondary education, that should be sufficient for them, which will 
help them know about finding their way easily, that where to go and 
how to find some information. Beyond secondary education, I cannot 
afford to educate my daughters.  
MS:  How would that benefit you «? 
Parent:  7KH EHQHILW ZRXOG EH WKDW ZKHQ WKH\ JR WR WKHLU KXVEDQG¶V KRXVH
they would be able to educate their children. (Parent, RBS) 
Like the instance in the abovH H[FHUSW ZLWK WKH SDUHQW VRPH IDWKHUV¶ YLHZV on 
GDXJKWHUV¶ HGXFDWLRQ VHHPed to have been influenced by at least two factors. The 
most important of these was the cultural influence, which determined the many 
decisions parents took DERXW WKHLUGDXJKWHUV¶ Iuture life. Although these fathers had 
been educating their youngest daughters in public schools, most of them did not 
educate their eldest daughters, indicating restrictions of the field and inhibition of 
their habitus that existed in the past. However, for many of these fathers there were 
still culturally conditioned parental reservations for educating daughters beyond 
primary or secondary level, which is also evident in the excerpt above. The other 
important factor pertains to credit constraints of educating one¶s daughter, which 
seems to be the point also indicated in the quotation above. Evidence suggests that 
credit constraints negatively affect female children in Pakistan, and as sons are future 
breadwinners, they receive preferential treatment resulting in gender disparity for girls 
(Aslam 2006). Naturally, the pattern underpinning this structure of parental habitus 
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would have implications for parental perceptions of communication with the 
FKLOGUHQ¶VVFKRROV 
In a similar vein, one father shared the IROORZLQJRSLQLRQDERXWGDXJKWHUV¶HGXFDWLRQ 
Parent:  I think they [daughters] should be sent [to school] but not beyond a 
specific stage [middle school]. They should be educated to the extent 
that they can write their name, put their signature, or write a letter. 
They should not study beyond that.  
MS:  What harm lies in it? :RXOGQ¶WLWEHEHWWHULIVKHEHFRPHVDGRFWRU" 
(A passerby/customer asks) 
Parent:  Not really. I think that daughters should be allowed to read [study] up 
to class 7 and 8. After that, they should stay home, she is better off at 
home. She does not belong outside home.  
MS:  What do you think about religious education? 
Parent:  The more you can let her study religious education, the better it is. I 
have admitted one of my daughters to a madrassa. Religious 
education is the gain and advantage of the mother and father. (Parent, 
RBS) 
Whilst many fathers were primarily driven by their habitus to make decisions about 
WKHLU GDXJKWHUV¶ HGXFDWLRQ LQ PDQ\ ZD\V WKHLU KDELWXV ZDV constrained by the 
dominant and contextually specific field structures that dictated to these parents the 
social and cultural notions of educating girl children up to a specific level. Apart from 
the culturally constraining trajectories, the SDUHQWV¶RZQ6(6DQGHGXFDWLRQDl levels 
also largely determined many of their decisions for girls.  
Moreover, by saying that µVKH [daughters] GRHV QRW EHORQJ RXWVLGH KRPH¶ many 
fathers wanted to align themselves with the field structures not only to influence 
decisions about their daughWHUV¶ HGXFDWLRQ WRGHWHUPLQH WKHLU IXWXUH OLIH trajectories 
but also in so doing, evidence suggests that sons are given preference over daughters 
in various matters. $VODP  IRXQG VWURQJ ³HYLGHQFH RI D SUR-male bias in 
educational budget share allRFDWLRQV´LQWKHDJHJURXSRI-19 years, much of which 
she argues is manifested in rural areas.  
7.3.6 Maternal habitus and education: the dynamics of field avoidance 
The findings show that whilst most parents aspired and desired that their children do 
well in education and have a better life in future, they did not have the means 
(economic and symbolic) to have made phenomenal changes to their work and life 
patterns only for the education of their children. The data suggests that some parents 
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due to economic or cultural reasons or the combination of both had specifically left 
their village to enhance their capital and status and to provide better learning 
opportunities and environment for their children. One mother shared her perspective 
as such:  
, GRQ¶t discriminate between sons and daughters. I try my best that my 
daughters do well in their studies and for me there is no difference between 
boys and girls. For the education of our children, we have migrated from our 
village, only for their education. Although there are primary schools in our 
village, for secondary school education girls cannot go to Hangu city, 
because of the stereotypical environment of villages. So therefore, I came 
here±and we left everything back there, all our belongings and lands±so that 
my children get an education. I have a keen interest in education. (Parent, 
UGS) 
One visible difference that I came across of the parents who had migrated from town 
and villages to the city was that they demonstrated flexibility in their habitus to the 
many issues of their children and their education, especially to the education of their 
daughters. Such parents emphasised that they treated their children equally without 
any discrimination between sons and daughters, as has also been cited in the above 
excerpt. Like the instance in the above excerpt, for some parents, the change in 
habitus and perception regarding their children and education seemed to have also 
been due to their SES and the education of the spouses. Moreover, since these and 
such families migrated VSHFLILFDOO\ IRU WKHLU FKLOGUHQ¶V HGXFDWLRQ ERWK WKH KXVEDQG
and wife would have made conscious decisions about the education and future of their 
children. Thus, given the dominant cultural influence that in many ways was 
discriminatory towards daughters, these parents would have been less so, compared 
with the experiences and perspectives of other parents.  
The above excerpt also illustrates another important point. This pertains to the 
stereotypical gender sensitive attitude of people in rXUDO VHWWLQJV WRZDUGV JLUOV¶
education. For many families leaving behind their belongings, possessions and well 
developed and maintained structure of social and cultural networks, migration to the 
urban dwelling was one way of avoiding conservative and constrained structures and 
ILHOGVG\QDPLFVWKDWFKDOOHQJHGDQGVWLJPDWLVHGRQH¶VFKLOGUHQ¶VHGXFDWLRQHVSHFLDOO\
that of the education of girls, as highlighted very clearly in the above excerpt.  
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7.3.7 Section summary 
There was a strong desire among all parents that their children do well in education, 
become better human beings and are protected from bad influences of the society. 
However, for most parents the purposes of education signified social mobility by 
seeing their children secure good jobs and positions in public and private sector 
institutions. 7RWKLVHQG VRFLDO FODVV IHDWXUHGSURPLQHQWO\ LQ WKHSDUHQWV¶GDWDZLWK
most parents therefore desiring that their children do not end up doing the work they 
were doing and wanted something better for them. Many parents described education 
metaphorically, which highlighted the role of habitus in structuring parental habitus 
and experiences of their respective personal and social worlds. Finally, many fathers 
had restrictive views on the education of daughters, predominantly because of cultural 
reasons as well as due to economic constraints.  
7.4 Chapter summary 
The focus of this chapter was on parents and their communication and interaction 
practices, which had a dominant cultural dimension. I have shown that much of the 
practices of the parents were shaped not only by the respective culture but also by the 
habitus and capital of the parents. The resultant experiences of the parents were 
shown to have influenced their perceptions about norms and values they wanted to 
instill in their children, which were equally shaped and structured by the field 
structures, albeit differently, according to the respective field positions of the 
individual parents. Furthermore, in exploring parental perception about the various 
aspects of education, I have shown that culture, class, capital and habitus played a 
VLJQLILFDQWUROHLQVWUXFWXULQJSDUHQWV¶YLHZVDERXWKRZWKH\YLHZHGHGXFDWLRQLQWKHLU
own life and the varying and diverse perspectives they held about the education of 
their children. An understanding of these perspectives and backgrounds of the parents 
was therefore essential to help us understand the dynamics of their communication, 
practices and relationship with the schools of their children, to which I now turn in the 
following chapter. 
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Chapter Eight ² Parents and their &KLOGUHQ¶V6FKRRO: Perceptions of 
Relations with School and Teachers 
 
In this chapter, the focus is on parental perception of interaction and communication 
with teachers and school. The chapter consists of five sections. The first section is 
about communication dynamics of parents, which explores diversity and dimensions 
of parental perception and experience of communication with teachers. The next 
section builds on and extends the discussion by analysing and discussing 
communication uncertainties, inhibitions or stereotypes of parents with teachers that 
underpinned parental habitus. The third section considers parental perception of 
power relations with teachers. This section discusses the issue of class, status, and 
capital that formed the basis of the dynamics of parental perception of power relations 
with the teachers and school. The fourth section explores parental perception of 
communication barriers with teachers. The section analyses various parental 
perceptions and experiences of obstacles to their communication with school, which 
as a barrier, issues of time and work constraints and teacher attitude, authority and 
lack of accountability as barriers. The fifth section explores parental perception of 
institutional habitus and culture and its relationship with the communication dynamics 
of parents. The section focuses on the role of structural discontinuities, the dynamics 
of power relations and class, the issue of giving importance to and valuing parents and 
SDUHQWDOSHUFHSWLRQRIWKHµILHOG¶FXOWXUHRIVFKRRO 
8.1 Communication dynamics of parents: diversity and dimensions of parental 
habitus  
The focus of this section is on communication dynamics of parents with teachers. The 
section comprises of five sections. The first section discusses how some parents 
mobilise social and cultural capital as an advantage for communication and contact 
with teachers. The second section considers tKH XVH RI µFUHGLW VOLSV¶ DV D
communication strategy that parents use to resolve/solve any issue or matter their 
children face in school. The next section WKURZVVRPHOLJKWRQPRWKHUV¶SHUFHSWLRQRI
communication with teachers and school. It discusses that mothers rarely visit their 
GDXJKWHUV¶ VFKRRO DQG FRQVLGHUV WKH LPSOLFLW DVSHFWV RI FRPPXQLFDWLRQ RI PRWKHUV
ZLWKWKHLUGDXJKWHUV¶VFKRRO7KHIRXUWKVHFWLRQdiscusses that most parents are aware 
and willing to communicate with teachers but are reluctant and distanced from 
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schools and therefore literally have no contact with teachers. The fifth section 
discusses that most parents are willing to communicate with teachers; many parents 
are of the view that the initiative needs to come from school and teachers.  
8.1.1 Invoking and mobilising social and cultural capital 
The findings suggest that whilst most parents did not communicate with teachers or 
visit school, some parents appeared to have some links and contact with some 
teachers. These parents seemed more informed and knowledgeable about the 
structural dynamics of the school and about the enquiries they needed to make from 
the teachers about their children. The data analysis suggests that, to keep themselves 
LQIRUPHGRI WKHLU FKLOGUHQ¶VSURJUHVVDQG UHODWHG LVVXHV WKHSDUHQWV VHHPHG WRKDYH
deployed and were using their social links and cultural capital to gain access to school 
and teachers. Such parental contact with school therefore was structured directly 
(physically) and indirectly (by proxy through teachers). The direct parental 
communication meant personal visits to school and meeting the teachers or principal. 
This also entailed that these parents had foresight in extending and strengthening their 
social network to have mobile phone numbers of teachers for urgent contact when the 
parents could not visit the school personally. Given the individual variations between 
parents, one parent described the process and importance of communication and 
contact with teachers and school in the following words:  
«LQWKHODVW\HDU,KDYHSDLGWKUHHRUIRXUYLVLWV>WRVFKRRO@0\visits have 
mostly been focused around enquiring about the [academic] status of my 
child. Besides, I have been in contact with [some] teachers, I have got their 
[mobile] phone numbers and when I am busy I would just call and discuss 
issues regarding my child. The principal [a childhood schoolfellow] knows 
that my child is studying here and I contact him regarding his progress as 
well. It is very important that a father enquires about the progress of his son 
and a mother enquires about the progress of her daughter. When parents are 
in contact with teachers, children are then conscious about their studies and 
academic standing in the class; thus children are somewhat concerned 
[worried] when present in school. (Parent, UBS) 
In a similar thread, one other parent expressed the following views regarding 
communication with teachers and visits to school: 
I visit school when I am invited by teachers and I also visit school on my own 
WRFKHFNZKHWKHUP\VRQLVDWWHQGLQJVFKRROUHJXODUO\RUQRW«$IWHUHYHU\
two or three months [I will visit school]. I also used to contact one of the 
form masters, Mr. Majeed, here, who was known to me. I used to call him 
and he would give me information about my son and about his [academic] 
performance. He would keep an eye on him [the child]. (Parent, UBS) 
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As the quotations above show, in many ways the initiative of communication with 
teachers and school appeared to come from the parents themselves rather than due to a 
concerted and structured approach from the school administration. The important 
thing to reiterate here is that through longstanding relations, contact and acquaintance 
with some of the staff at school, these and such other parents had enhanced their 
social and cultural capital which they appropriated to make the system (field) work 
for them. In other words, unlike the research literature on the class dynamics of 
parent-teacher relations (Connell et al. 1982; Crozier 2000; Lareau 1989; Lightfoot 
1978; Reay 1998a; Vincent 1996a), the difference or gap between the class structure 
relations of the perceived middle-class teachers and working-class parents did not 
appear as a constraint for the parents who knew teachers beforehand, so long as the 
parents could mobilise and instigate their social and cultural connections. This is an 
important point, which a number of parents seemed to make in both the urban and 
rurDOER\V¶VFKRROIRUFRPPXQLFDWLRQZLWKVRPHWHDFKHUVDQGVWUXFWXULQJWKHLUYLVLWV
to school, if and when, they needed to.  
Moreover, as also discussed in Chapters Five and Six, school-to-parent and teacher-
to-parent communication did not appear to have a well-defined structure, unless it was 
some chronic conduct, moral or issues of attendance and academic weakness of 
students. Therefore, in the majority of cases of parent communication with school, it 
appeared that it was the parents themselves who took the initiative and had formed 
informal connections with teachers by appropriating their social and cultural capital 
and resources, and therefore to successfully manoeuvre through the otherwise 
uninviting and impenetrable field structures of school. Moreover, due to such 
alliances and understandings, reinforced by the cultural conditioning and dynamics, 
many parents were not only deferent to teacher authority but also saw them as in loco 
parentis)RUPDQ\SDUHQWVWKLVQRWRQO\PHDQWµKDYLQJDQH\H¶RQWKHFRQduct of the 
child but it also implied that teachers expected and instituted the culturally desired 
appropriate form of behaviour of children.  
Alongside the above pattern of parental communication, the evidence gleaned from 
the data also suggests that some parents appeared to communicate indirectly or 
through proxy by having acquaintances or networks with some teachers in their 
respective spheres of professional and social life, even though not visiting school at 
all. Given the prevailing field environment of school and the corresponding culture 
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outside school, some parents therefore did not feel any need to visit school, as they 
DSSHDUHGWRNHHSWKHPVHOYHVLQIRUPHGRIWKHLUFKLOGUHQ¶VLVVXHVDQGFRQFHUQVWKURXJK
their connections with teachers:  
I have never felt any need for it. Because I have shown a way to my child that 
this is the procedure [for doing things in school]. I am in the market place 
doing my job, and meet with and see different people; I see teachers [as well], 
who are known to me and therefore they know about my son in the school. 
(Parent, UBS) 
As the above quotation might reveal, in order to compensate himself for the weak 
structural links with school, the parent seemed to have adapted himself at least in two 
manners. Firstly, the parent appeared to have enough knowledge of what parents need 
to know about their children in school and although the parent did not visit school 
personally, there is some indication that through conversation at home the parent kept 
himself informed and guided his child about the school matters. Secondly, the 
SDUHQW¶VUHSUHVHQWDWLRQRUFRPPXQLFDWLRQZLWKVFKRROWKURXJKDQLQGLUHFWRUDSUR[\
link was due to the teachers who were either known to him because of his job, or 
because the teachers themselves were involved in the same business in the same 
market. This pattern of communication seemed to be one of the reasons due to which 
some parents did not feel any need to visit school. In some ways, in such and similar 
parent-teacher communication, there was also a strong VHQVH RI WKH XVH RI µFUHGLW-
VOLSV¶ZKLFK,GLVFXVVEHORZLQGHWDLO 
7KHG\QDPLFVRIXVLQJµFUHGLWVOLSV¶ 
For Bourdieu (1986), Coleman (1988) and Putnam (1995) the way people use and 
maintain their relationships and associations, with other people within a group or in 
community, position them to accrue profits or credits from their connections, 
LQGLYLGXDOO\DQGFROOHFWLYHO\7KHHYLGHQFHIURPWKHSDUHQWV¶GDWDDOVRVXJJHVWV WKDW
for some parents communication with teachers seemed to involve building personal 
relationships underpinned by the give and take of credit and favours of a reciprocal 
QDWXUH IRUZKLFK&ROHPDQXVHV WKH WHUP µFUHGLW VOLS¶)RU VRPHSDUHQWV WKHUHIRUH D
IDYRXUGRQHIRUWKHPE\VRPHWHDFKHUVLQVRPHZD\VLPSOLHGWKDWWKH\RZHGDµFUedit 
VOLS¶ WREHUHSDLG LQZKDWHYHUNLQG WKH\ZHUHFDSDEOHRIZKHQ WKHµFUHGLWVOLS¶ZDV
called for. Moreover, and more importantly, the credit slips teachers hold would 
assume to have double power because of the culturally reinforced status and position 
of the public school teachers and school vis-à-vis the working-class parents. The 
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following excerpt might provide some understanding into how a perceived favour can 
become a credit slip for later use:  
*XDUGLDQ :HOO , KDYH YLVLWHG >P\ EURWKHUV¶ VFKRRO@ occasionally, but not 
many times, just once.  
MS:  When was that? 
Guardian: It was the issue of transfer [admission] of my brothers from the 
primary to the secondary school. Although there were no places 
for more students, Mr. MT [teacher at the school] was kind 
enough to admit my brothers to the school. (Guardian, RBS) 
:KLOVWWKHJXDUGLDQFODLPHGWRKDYHSDLGRQO\RQHYLVLWWRVFKRROWKHµIDYRXU¶GRQH
by the concerned teacher for admitting his brothers to school meant that there was an 
H[SHFWDWLRQRIDQµREOLJDWLRQ¶RQWKHSDUWRIWKHJXDUGLDQWRUHSD\WKHµFUHGLWVOLS¶RU
reciprocate according to his potential. Due to the complexity of the dynamics of 
parental interaction and communication and of what one might be willing to share, to 
pin down and explore such a pattern of communication or relation of parents with 
teachers was an arduous task. It therefore required a thorough understanding and 
appreciation of the cultural sensitivities and intricacies of relations, and of the 
dynamics of how people deploy their associations and relationships to seek profits or 
credits from their connections, which I argue might mean thinking with/through 
parental habitus. There was therefore a need for me as a researcher and as an insider 
to explore the leads, which initially parents may not have considered exhaustively. To 
reciprocate for a credit slip one owes therefore becomes evident when one considers 
the following conversation:  
Guardian: « :KHQHYHU , QHHG WR WDON WR P\ EURWKHUV DERXW VRPHWKLQJ
urgent, then I go to school.  
MS:  But you have only visited the school once! 
*XDUGLDQ:HOOVRPHWLPHV«,KDGYLVLWHG>VFKRRO@RQHPRUHWLPHDVZHOO
But that visit was just casual, and I met the teacher.  
MS:  Which teacher was that? 
Guardian: It was Mr MT. There was some [masonry] work to be done in his 
home, and he wanted me to prepare an estimate for the work he 
wanted to do. I did the estimate and then came back. They 
[brothers] had apprised the teacher of my profession. (Guardian, 
RBS) 
As discussed in Chapter 5 (Section 5.2.4), many teachers expressed their views that 
it was not uncommon for some teachers to locate such students in the classroom or 
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school whose fathers could help solve their personal problems or matters. For many 
parents, especially in the rural context, tKHXVHRIVXFKµFUHGLWVOLSV¶PHDQWFXOWXUDOO\
sanctioned honour to help teachers in their matters and problems. For some parents it 
seemed to mean that developing such a bond and relationship with teachers implied 
that the teachers would give more attention to their children in school and help them 
personally in their numerous personal, social and academic issues and concerns.  
8.1.3 Mothers and communication practices 
The findings suggest that most mothers generally did not communicate with the 
school on their own. The picture that emerges from the data shows that as the 
patriarchal family values underpinned the socially and culturally situated role of 
women in public life, especially in the rural cultures, mothers rarely had any proactive 
role in the community life. Therefore, it may not come as a surprise that most mothers 
rarely visited school:  
Parent: 2FFDVLRQDOO\ >, ZLOO YLVLW P\ GDXJKWHU¶V VFKRRO@ ZKHQHYHU KHU
WHDFKHUDVNVIRUDYLVLW,GRQ¶WYLVLW>VFKRRO@RQP\RZQ 
I: For what purpose have you YLVLWHG\RXUGDXJKWHU¶VVFKRROXQWLOQRZ" 
Parent: The purpose of my first visit to the school was to admit my daughter. 
Then I went to enquire about which type of [text] books were needed 
in the class [that were to be provided free by the school]. Since the 
books were not to be available for two weeks, my husband then 
bought those from the market. (Parent, UGS) 
Like most fathers, communication of the mothers with the school seemed to fit a 
pattern in which the mothers would accompany their daughters to school when 
admitting them and mostly would not revisit the school unless there was a major 
concern, an issue or a problem with their daughter: 
Parent: :HXVHG WR UHJXODUO\YLVLW P\GDXJKWHU¶VSULPDU\ VFKRRO RUZRXOG
send someone else [from relatives] to enquire about school matters. 
However, I have visited the secondary school [of my daughter] a 
couple of times [in around five years].  
I: :KHQGLG\RXODVWYLVLW\RXUGDXJKWHU¶VVFKRRO"  
Parent: I paid a visit to the school when we were admitting my daughter in 
6th class. Since then, as there has not been any major issue with her or 
with her education, I have not visited the school. (Parent, UGS) 
As the above excerpt also indicates, research suggests that parents are generally more 
LQYROYHGLQWKHLUFKLOGUHQ¶V primary school (e.g. Crozier 2000; Crozier & Reay 2005a, 
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2005b; Lareau 1989; Lightfoot 1978; Reay 1998a; Vincent 1996a; Wolfendale 1992) 
and tend to communicate less frequently with the secondary school of their children 
(e.g. Crozier 2000; Crozier & Davies 2007; Connell et al. 1982). The findings suggest 
WKDWPRWKHUV³UDUHO\LQWHUYHQHG>RUFRPPXQLFDWHGZLWKWHDFKHUV@DQGWHQGHGWRGRVR
only within the non-DFDGHPLFVSKHUHV´ >DQG WKHUHIRUH@³WHQGHG WREH UHDFWLYH UDWKHU
WKDQ SURDFWLYH´ &UR]LHU  most of the female teachers were also of this 
view (see Chapter Five and Six). Moreover, implicit in the communication dynamics 
of mothers with the school of their daughters was that in many of the matters it was 
the fathers or some other male relation who WHQGHG WR ³SOD\ D PRUH µIURQW RI VWDJH
UROH¶´ &UR]LHU 	 'DYLHV - +RZHYHU LQ PRVW FDVHV WKH IDWKHUV¶ YLVLWs 
ZHUH GHVFULEHG DV µUHDFWLYH¶ ZKLFK LQYROYHG FRQGXFW RU DFDGHPLF LVVXHV RI WKHLU
daughters or in some cases to confront principal and teachers, a view shared and 
experienced by many teachers (see Chapters Five and Six).  
3DUHQWVDUHµDZDUH¶µZLOOLQJ¶EXWUHOXFWDQWDQGGLVWDQFHG 
Although very few parents appeared to show that they actually had some contact with 
some teachers and visited school intermittently, the data analysis indicates that when 
asked about communicating with teachers and visiting school, most parents had a 
clearer understanding and awareness of the nature of enquiries they needed to make 
about their children. Moreover, whilst there were some differences amongst the 
parents between the need of a visit to school, all parents were unequivocal in their 
support for school and many parents were willing to communicate with school at all 
times, and were even willing to sacrifice their time and resources for this matter. 
However, in practice, most parents were distant from the actual life of school and 
many parents were reluctant to visit school due to a number of reasons, such as a lack 
of confidence in their abilities, lack of communication, culture etc. It was probably for 
such reasons that most parents seemed to have developed their respective strategies 
and procedures of school enquiries from their children at home. Many of them though 
were aware of the nature and purposes of communication or visit to school, they 
seemed to gloss over their distance or gap from school, by saying that: 
According to need, [one should go to school]. Parents must be aware of their 
children that how their child behaves in school; how he interacts in school 
and what his academic performance is. I always ask about issues of school 
(education etc.) from my son. (Parent, UBS) 
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Whilst most parents were aware about the importance and significance of visits to 
school and about the nature and frequency of these visits, most of them did not 
structure their visits to schools in the manner they expressed about it. It became clear 
that what they meant did not mean what they actually did; hence, there were 
differences in their accounts:  
Parent: Actually, a fDWKHU PXVW YLVLW KLV FKLOG¶V VFKRRO ZKHWKHU LW LV RQ D
monthly, quarterly or on an annual basis, [to] meet with teachers 
>DQG@WRH[FKDQJHLQIRUPDWLRQDERXWRQH¶VFKLOG 
MS:   How many times have you met with the teachers of your child?  
Parent: Since my FKLOG¶V SURPRWLRQ WR WKLV >VHFRQGDU\@ VFKRRO IURP WKH
middle school, I have not visited the school or teachers [in around 
two years or so].  
MS:   But you are saying that one should visit school frequently.  
Parent: I used to come to school and would leave my child at the [school] 
gate, and would go for my work. Therefore, I did not know, which 
WHDFKHUV IURP RXU ORFDOLW\ ZHUH WHDFKLQJ KHUH 6R ZKHQ \RX GRQ¶W
HQWHUWKHVFKRRO\RXGRQ¶WJHWWRNQRZDERXWWKHWHDFKHUVDQGVFKRRO 
MS:  Does it mean that you were not aware of whether you should have 
accessed school beyond the school gates?  
Parent: Exactly, I was not aware about this. Now, occasionally I will visit my 
FKLOG¶VVFKRRODQGPHHWZLWKWHDFKHUVZKHQ,DPRIIIURPP\ZRUN
RUZKHQ,GRQ¶WILQGDQ\ZRUN«3DUHQW5%6 
This suggests that parents had a clear understanding of the nature of their visits to 
school, but in practice, parental habitus and teacher (institutional) habitus were 
generally structured in a way that neither of them took the initiative to engage at a 
GHHSHU OHYHO µEH\RQG WKH VFKRRO JDWHV¶ Indeed, there were understandably issues 
around teacher power and visible and invisible impediments of schools, which seemed 
to have structured parental perception of the separate roles of home and school. 
However, for some parents (as detailed above) the research experience itself seemed 
to have changed their perception about changing their practice of visiting school and 
to make enquiries from teachers about their children.  
8.1.5 Parental communication: the initiative needs to come from school 
It was evident from the data analysis that despite their many issues, problems and 
preoccupations, most parents were willing to communicate with school and wanted 
the best for their children by being supportive of teachers and school. Many of them 
were even prepared to offer any help according to their capacities and potentials. 
However, despite all this, the only concern of many parents was that the school 
needed to take the lead and initiative in communicating with parents: 
  343 
1R , GRQ¶W NQRZ DQ\WKLQJ DERXW WKLV >37$@ 7R GDWH , KDYH QRW EHHQ
involved in anything like this, but I am willing to co-operate and participate 
in activities and programmes [in school] if my presence is needed. But the 
question is that I am approached for this. As you [MS] requested for 
participation [in research], I responded positively. (Parent, UBS) 
One other parent commented:  
It is the same as you asked us to come to school and we came [to attend this 
FGD]. So in the same manner, if a teacher asks our children for a visit to 
school, I would be more than happy to come and discuss issues of my child. 
However, to date, I have not been asked to visit school, neither do I know 
which teachers are teaching my child at school. (Parent, FGD, UBS) 
For others visiting school was a matter of priority and necessity: 
«:KHQP\SUHVHQFHZDVQHHGHGWRGD\,ZDVWROG>E\P\VRQ@WKDWWHDFKHUV
have called for your visit to school, I came [here] and left [did not go to] my 
work. I considered this as a necessity and more important than my work [job] 
today. (Parent, RBS) 
Whilst many parents had showed their willingness for school visits and participation 
in school activities, the actual processes of communication were more complex and 
overlapping in a number of ways, involving the dynamics of both home and school 
life. Although, teachers had a major role in the way communication practices were 
structured with parents, the quality of school life seemed to determine whether the 
involvement of parents was considered worthwhile in school and in what manner. 
Furthermore, since the schools operated as a microcosm within the social system 
(Joseph 1996)PLUURULQJ WKHµUHDO OLIH¶ WKHH[WHUQDOVRFLDODQGFRPPXQLW\LQIOXHQFHV
largely determined and in many ways dictated the nature of communication practices 
within school and with the stakeholders (i.e. with parents). Most parents though did 
not visit school personally and seemed to implicate teachers for their non-
LQYROYHPHQW WKH\GLG VREHFDXVH WKH\KDG D µIHHO IRU WKH JDPH¶ %RXUGLHXb), 
due to which their habitus and practices were structured accordingly. Therefore, 
SDUHQWVDVDFWLYHPHPEHUVRIWKLVµJDPH¶NQHZKRZDQGLQZKDWFLUFXPVWDQFHVWKH\
needed to communicate with the school, such as when there was a brawl, or conduct 
or moral issue involving their children.  
8.1.6 Section summary 
To summarise, most parents appreciated and acknowledged the importance of 
parental visits to school and had a clear understanding of the specifics of what and 
how they needed to enquire about their children from teachers. However, very few 
parents ever visited school. The ones who claimed to have been communicating with 
  344 
teachers were those parents who seemed to have been deploying their social and 
cultural capital to gain access to the school. There was also some evidence of parent-
WHDFKHUFRQWDFWXVLQJµFUHGLWVOLSV¶ZKLFKVHHPHGWRKDYHGLYHUVHPHDQLQJDQGXVDJH
)RU VRPH SDUHQWV DQG VRPH WHDFKHUV ZKLOVW LW PHDQW µRXW RI WKH ZD\¶ IDYRXUV
reciprocally, for others it meant delegating some or most of their parental 
responsibilities of their children to teachers because of their social/clan connections or 
solidarities. In the case of mothers, like fathers, they had either not paid any visit to 
VFKRRO RU YLVLWHG WKHLU GDXJKWHUV¶ VFhool only a few times, mostly at the time of 
admitting them to school. There were also those parents who wanted to visit school 
but due to their lack of knowledge and understanding of the school structures and 
dynamics, did not feel confident. The findings also suggest that whilst most parents 
were willing to visit school, they really wanted that the school should initiate contact 
with them. In the section that follows, I discuss and explore parental communication 
issues and concerns with school and teachers.  
8.2 Communication incongruence or structural discordance? decoding 
communication dynamics  
This section builds on the discussion of the previous section and, as the heading 
indicates, aims to decipher parental perception of communication incongruence and 
related constructs. The section consists of three sections. The first section considers 
parental perception of the incompatibility of communication with the school and 
teachers and discusses that whilst parents have sufficient understanding and 
experience of the dynamics of human interaction, most parents with less stock of 
cultural capital do not feel confident to interact with teachers on equal terms. The next 
section explores parental perception of the dynamics of need-based communication 
with school and explains that whilst most parents consider visiting school important, 
WKHLU HPSKDVLV RQ µQHHG¶ DV D EDVLV RI D YLVLW WR VFKRRO PHDQV JORVVLQJ RYHU WKH
perceived and actual inadequacies of communication gaps with the school. Section 
three discusses the theme of parental perception of deference to teacher authority and 
VFKRRODQGDUJXHVWKDWIRUPRVWSDUHQWVKRPHDQGVFKRRORSHUDWHDVVHSDUDWHµILHOGV¶
and thereby for parents the responsibility of the education of children lie with teachers 
and school.  
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8 µ, IHHO LQIHULRU ZKHUHYHU , JR¶ µLQFRPSDWLELOLW\ RI FRPPXQLFDWLRQ¶ DV D
stereotype? 
The findings suggest that most parents were wary of their communication incoherence 
with teachers, which many of them attributed to their difference in or lack of 
appropriate education. Therefore, the perception of not properly communicating with 
teachers seemed deeply embedded in the structure of the habitus of most parents, 
which resonated with their views and experiences that they shared in the interviews 
and discussions. Thus, for most parents communication with the school was riddled 
with power relations, which for many parents consequently led to the feeling of 
incompatibility of communication and a sense of being inferior, when they compared 
themselves with teachers: 
I did not have much time to go to school and as a result, since being 
uneducated, cannot sit in the company of educated people; I feel inferior 
ZKHUHYHU,JR,GRQ¶WZDQWWRJRWRDSODFHZKHUH,GRQ¶WILQGSHRSOHOLNHPH
where I feel incompatibility of communication. For instance, an educated 
person would talk to an educated person [on their respective mental levels] 
and a skilled worker would talk to a skilled worker on the same lines. So 
every person keeps to RQH¶V own society [company]. (Parent, UBS) 
There is a clear evidence here that suggests that VXFK SDUHQWV¶ KDELWXV FRQVWUXFWHG
shaped and structured through their past and historical contexts had a manifestation 
for and influenced their engagement patterns with teachers. This is not to suggest that 
these parents did not know about the dynamics of relations and interactions of various 
spheres. Rather they had years of experience behind them through which they 
reflected on and analysed the reasons that lay in the way of their effective 
communication with teachers. For these parents, therefore, it was the matter of the 
difference of medium or field, the logic of practice of which was rooted in education, 
language structures and the related structural dynamics. More specifically, whilst they 
had an DSSUHFLDWLRQIRUDµIHHOIRUWKHJDPH¶PRVWRIWKHSDUHQWVZHUHDZDUHWKDWWKH\
GLGQRWSRVVHVVWKHULJKWWRROVWRDSSURSULDWHWKHVWUXFWXUHDQGSUDFWLFHVRIWKHµJDPH¶
to their advantage. This inadequacy of communication and the respective role of the 
parents within the communication dynamics led some parents to question the very 
purpose of visiting school:  
«:KHQ ,DPQRWDZDUHRI WKLQJV >PHDQVXQDEOH WR WDONDQGFRPPXQLFDWH
about issues of education], what I would say [converse] to the teachers then. 
(Parent, UBS) 
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There was the issue of the institutional habitus that in many ways operated in isolation 
from parents, due to which in most cases there was the lack of communication culture 
between parents and teachers (see Chapters Five and Six). However, the fact that 
PRVW SDUHQWV¶ HGXFDWLRQ ZDV QRW FRPSDUDEOH ZLWK WKDW RI WKH WHDFKHUV PHDQW WKDW
differences in cultural capital for the parents had strong implications for their 
communication incoherence and structural dissimilarities with the teachers and 
schools.  
 µ:KHQ WKHUH LV QR QHHG RQH VKRXOG QRW YLVLW >VFKRRO@¶ WKH G\QDPLFV RI
µQHHG-EDVHG¶FRPPXQLFDWLRQ 
The data analysis reveals a contradictory picture of parental perception of a visit to 
school. As discussed in Section 8.1, whilst most parents had a clear understanding of 
the specifics of what they needed to know or ask about their children from teachers, 
most of them did not have a structure and process in place for visiting school, or to 
make enquiries about their children from teachers. When asked about a school visit, 
PRVW RI WKH SDUHQWV ZRXOG UHVSRQG WKDW ZKHQ WKH\ IHOW DQ\ µQHHG¶ WKHQ WKH\ ZRXOG
visit the school or contact teachers. Many parents therefore, did not delve into the 
processes and procedures of their visits and instead relied RQWKHJHQHULFXVHRIµQHHG¶
as the prerequisite for their visits. The nature of this narrative posed some questions. 
This meant on the one hand a deliberate attempt on the part of the many parents to 
gloss over the gaps in their contact with school, as in most cases most parents did not 
communicate with school. On the other hand, it meant that the parents provided 
µQHHG¶DVDMXVWLILFDWLRQDQGHYLGHQFHWKDWVLQFHWKH\GLGQRWKDYHDQ\LVVXHVWKH\GLG
QRWIHHODQ\µQHHG¶WRYLVLWVFKRRODQGWRKDYHDFRQWDct with teachers. Moreover, for 
many of the parents, it was their first (and probably their only) chance to have come 
across such an (research) experience in which they were required to think about things 
they would not have given any serious thought, and hence had to come up with an 
appropriate answer to justify their position. For the many such parents, the 
FRQVLGHUDWLRQRIµQHHG¶DVWKHEDVLVRIWKHLUFRQWDFWZLWKWKHVFKRROWKHUHIRUHVHHPHGD
suitable proposition and a catch phrase.  
As one might imagine, given the differences in their habitus and (field) positions, 
SDUHQWDOUHVSRQVHVYDULHGWRWKHTXHVWLRQRIDVFKRROYLVLWDVµQHHG-EDVHG¶FULWHULD)RU
some parents, however, the issue of parental contact with school was a matter of 
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student numbers, which they justified from the school-side as problematic in practice, 
DQGWKHUHIRUHDUJXHGDQGVXJJHVWHGDµQHHG¶EDVHGDSSURDFKRUFRQWDFWZLWKVFKRRO 
Well, I think that given the number of students in a class which is usually 
around 100 plus, if on a daily basis around 10-15 fathers visit school, then 
WHDFKHUV ZRXOG VD\ ³ZKR WKH\ VKRXOG JLYH WLPH WR WHDFK WKH VWXGHQWV RU
VSHQGWLPHZLWKIDWKHUV´,IWKHYLVLWLVUHJDUGLQJVRPHSUHVVLQJQHHG>UHODWHG
to students], then it is ok. Otherwise, out of the fathers of 100 students, at 
least 10-12 would be visiting per day, which would mean that teachers would 
not be able to take their classes. (Parent, FGD, UBS) 
Given that the overcrowded classrooms were mostly an issue in the urban schools and 
not so in the rural context, the parent seemed to have made a valid point here about 
the frequency of parental visits to school, if and when they all started thinking of 
having regular contact with the school. However, the important point here is that it 
ZDVQRWWKHSDUHQWV¶ MREWRWKLQNDQGDUJXHIURPWKHVFKRRO¶VSHUVSHFWLYHUDWKHUWKH
parents should have been focusing on how best they could positively contribute 
towards the effective learning experiences for their children. Moreover, it should have 
been the school administration to have come up with a plan of inviting and involving 
parents in the school on a monthly, quarterly or yearly basis, and accommodating any 
number of parents. Given this background of school knowledge and issues of 
overcrowded classrooms, many parents therefore emphasised their visits to school on 
WKHµQHHG¶WKDWVHHPHGWRLPSO\H[WHQXDWLQJFLUFXPVWDQFHV 
As I also indicated in the introductory paragraphs of this section, for many parents 
since taking part in the research was the first experience to think and consider their 
role and position about communication with school, it appeared that the parents had to 
think in real-WLPHWRMXVWLI\WKHLUYLHZVFRQFHUQLQJµQHHG¶DVWKHEDVLVRIWKHLUYLVLWWR
school:  
MS:  How many times have you considered this (visit to school) as a 
necessity, meaning how many times have you visited school?  
Parent: 0H">5HOXFWDQFHDQGMXGJLQJZKDWWRVD\@>«@0DQ\>«@,FRPHWR
school, when it is time, and there is some message, I come straight 
away.  
MS:  Do teachers call you WRYLVLWRU«" 
Parent: It can be teachers or my children will tell me to go with them to 
school, then I visit school. There is no need [for a visit usually] as 
they go and study [at school], I enquire from them at home, [and tell 
them] to study at home in the afternoon, so that you [the children] 
may learn something. (Parent, RBS) 
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In a similar vein, many parents were also of the view that communication with the 
school of their children was important only when a visit to school was inevitable such 
as when there were some conduct or attendance problems with children, though in 
practice they did not visit. Most parents therefore were entirely content and satisfied 
ZLWKWKHGDLO\VFKRROURXWLQHRIWKHLUFKLOGUHQZKLFKWKH\SHUFHLYHGDVWKHFKLOGUHQ¶V
academic and personal progress. Therefore, for many parents since their own children 
were not having any problems for which they said one would need to visit school, 
they argued that there was no point of visiting school: 
Parent: Certainly, when the [circumstances] necessitate, then you will need to 
visit school. Definitely, you need to ask about your child, there are 
many teachers here.  
MS:  So, what sort of questions need to be asked about the child? 
Parent: The enquiries, which need to be made, are: whether the child is 
coming to school or not or playing truant. I ask him whether he is 
regular in going to school. Apart from this, I will ask his class-
fellows about his regularity; they would say that he was at school. 
When there is no need, one should not visit [school]. (Parent, RBS) 
Others clarified this point further in more detail: 
Parent: $V , >XVXDOO\@GRQ¶WJR >WR VFKRRO@KRZZRXOG ,JHW WRNQRZDERXW
WHDFKHUVZKHQ,GRQ¶WKDYHDQ\WKLQJWRGRLQVFKRRO" 
MS: Is visiting school not important?  
Parent: When tKHUH LVQRSUREOHPZLWK\RXUFKLOG WKHQZKDW¶V WKHSRLQWRI
visiting school. However, when the child is ill or when there are 
examination times, then one can go and ask about the situation [of 
your child], that what was the matter. For that [examination related 
affairs] itself, I have not visited school, it is usually his cousin who 
would accompany him, and ask about why my child was given less 
marks or why his marks were allotted to other students. (Parent, 
RBS) 
As might also be clear from the above excerpt, the findings suggest that most parents 
KDG DGRSWHG D µKDQGV RII¶ DSSURDFK LQ FRPPXQLFDWLRQ PDWWHUV ZLWK WKH VFKRRO DQG
teachers. For many parents therefore their visit to school was preconditioned to only 
those instances when their children faced problems, and that itself only occurred in 
very rare cases.  
Moreover, as has also been mentioned in the quotation above, the findings also reveal 
WKDWIRUPDQ\SDUHQWVWKHµQHHG¶DVWKHEDVLVRIYLVLWWRVFKRROKDGDQDGGHGPHDQLQJ
and context, i.e. when examinations were conducted and in issues regarding the 
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promotion of their children to the next class. This was an issue, which a number of 
teachers also shared and experienced when parents communicated with or visited 
them (see Chapters Five and Six). The data analysis and my own experience of the 
field suggests that parental habitus and field dynamics were structured in a particular 
fashion in that for many parents promotion of their children to the next class, at times 
WKURXJK WKHLU µFRQQHFWLRQV¶DQGSUREDEO\ WKURXJK µDQ\¶RU µYDULRXV¶PHDQVZDV WKH
EHQFKPDUN RI WKHLU FKLOGUHQ¶V SURJUHVV 0DQ\ WHDFKHUV WKHUHIRUH PHQWLRQHG WKLV
particular aspect of parental communication, that near to or around examination time 
a good number of parents were more inclined to visit them and to plead for their 
FKLOGUHQ¶VSURPRWLRQHLWKHUE\PDNLQJSHUVRQDOUHTXHVWVRUXVLQJWKHLUVRFLDOOLQNVRI
the people the parents and teachers knew mutually (see Chapters Five and Six).  
,WVMXVWOLNHµKHUGLQJWKHVKHHSWRZDUGVWKHEDUQ¶LVLWDPDWWHURIµWUXVW¶
µIDLWK¶DQGGHIHUHQFH" 
7KHUHZDVPXFKHYLGHQFHLQWKHSDUHQWV¶GDWDWKDWVXSSRUWHGWKDWWKHPDMRULW\RIWKH
parents perceived home and school as having separate roles and responsibilities and 
therefore many parents considered the education of their children to be the 
responsibility of teachers and school. However, it was far from such a simplistic 
representation, as a number of factors and processes seemed to have structured 
parental perceptions about communication with teachersVXFKDVSDUHQWV¶HGXFDWLRQDO
background, their class dynamics and the related role of culture in it. Whilst many 
parents overtly considered that they had an equal share and responsibility for what the 
school did for their children, in practice they did not engage in the way they described 
what their relationship with school entailed. However, since most parents could not do 
what they desired to do, most of them therefore considered their responsibility as 
providing for the various material resources (given their respective abilities and 
means) and sending their children to school, as exemplified in the following excerpt:  
Parent: Well, even if Mr. TK [teacher] pleads incessantly [to come to 
school], I will not give him time [by visiting school]; he himself is 
responsible [for teaching, and problems of students].  
MS:  Of what?  
Parent: :HGRQ¶WJLYHWLPHZHVHQGRXUFKLOGUHQWRWKHPEHFDXVHwe know 
that they are good [people] as we personally know him and his family 
through generations. The other thing is that we have a complete faith 
in teachers that they are not bad people; they get their salaries for this 
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>WHDFKLQJ@VRWKH\ZLOOQRW WHDFKEDGWKLQJVWRDQ\FKLOG« I have 
trust in all teachers that they would teach responsibly.  
MS:  How did you build this trust? 
Parent: This trust has been made because this place [school] is not a place of 
bad people; this is a place of training and education, where teachers 
HQOLJKWHQWKHOLYHVRUIXWXUHRIFKLOGUHQ«>$QRWKHUHYLGHQFHRIWUXVW
in teachers is that] My son who has reached the 10th class, since 
starting this school has never failed any class. This also gives me an 
indication that teachers are working KDUGZLWKRXUFKLOGUHQ«7KH
PDMRULW\ RI RXU FKLOGUHQ¶V LQWHUDFWLRQ LV ZLWK WHDFKHUV WKHLU
>FKLOGUHQ¶V@only purpose at home is just to spend night [to sleep] and 
get involved in other household tasks. Our responsibility of sending 
the children [to school] is like herding the sheep towards the barn. 
(Parent, FGD, RBS) 
7KH SDUHQW¶V H[SUHVVLRQ RI VHQGLQJ FKLOGUHQ WR VFKRRO MXVW OLNH µKHUGLQJ WKH VKHHS
WRZDUGV WKH EDUQ¶ VD\V LW DOO 7KH ILQGLQJV VXJJHVW WKDW D QXPEHU RI IDFWRUV DQG
processes seemed to have shaped and structured such a perception of the parents 
about their contact with teachers. Some of these factors pertained to the perceived 
position of teachers and school vis-à-vis the predominantly working-class parents in 
their respective social context. These involved differences in and appropriation of the 
habitus and capital, and the related differences of power relations between the parents 
and teachers.  
0RVW RI WKHVH IDFWRUV VHHPHG VWURQJO\ HPEHGGHG LQ WKH SDUHQWV¶ KDELWXV DQG WKHLU
class and social contexts. Since the findings suggest that for most parents there were 
huge differences between their habitus and that of the teachers, there were therefore 
strong indications that the related social conditioning and contexts had structured 
parental perceptions in a way that they mostly saw teachers as responsible for most of 
the pedagogic issues of children. Since these parents did not have the appropriate 
tools to delve into the processes and factors that structured the lives of school and of 
the teachers within it, most of them appeared detached from the school affairs. 
Moreover, they therefore considered it natural to be deferent to teachers and to have 
µWUXVW¶ DQG µIDLWK¶ LQ ZKDWHYHU WKH WHDFKHUV GLG LQ VFKRRO ZKLFK UHVRQDWHV VWURQJO\
with similar findings reported in research in the British context on Pakistani and 
Bangladeshi parents (Crozier & Davies 2007:309). It may therefore be no wonder that 
PDQ\ RI WKH SDUHQWV FRQVLGHUHG WKH FULWHULD RI WKHLU FKLOG¶V SURJUHVV DV SURJUHVVLRQ
into the next class(es), by which they also implied that the teachers were working 
hard, which was just what they needed.  
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8.2.4 Section summary 
This section has argued that parental communication with teachers was strongly 
influenced by their class and relative social and cultural capital standing, which 
shaped and informed parental habitus accordingly. In other words, the economic 
status of parents and their educational levels appeared to have important implications 
for parental communication with teachers. Due to their seemingly educational 
disadvantaged position, many parents did not find it comfortable and easy to visit 
school and converse with teachers on an equal basis about aspects of school life. 
Many parents were also of the view that communication with school was required 
only when they felt a pressing need or when their child had some conduct or 
attendance problem. Similarly, most parents were also of the view that if their 
children were attending schools regularly then it meant that they were making good 
academic and personal progress. Moreover, many parents expressed their dependency 
on teachers in school matters, showing a desire to delegate many and in some cases 
PRVWRIWKHUHVSRQVLELOLWLHVRIWKHLUFKLOGUHQ¶VXSEULQJLQJWRWKHWHDFKHUVDQGVFKRRO
and were more inclined towards deference to teacher authority. In addition to the 
above, most parents perceived power dynamics as an important issue in their 
communication with teachers, which I now discuss in the section that follows.  
8.3 Perceptions of power dynamics 
7KH IRFXVRI WKLV VHFWLRQ LV RQSDUHQWV¶SHUFHSWLRQRISRZHU UHODWLRQVZLWK WHDFKHUV
and school. Writers argue that power is implicit in and central to any human 
LQWHUDFWLRQ 'DV  %RXUGLHX¶V  PDLQ FRQWHQWLRQ LV WKDW WKH LQWHUSOD\
EHWZHHQ SHRSOH¶V LQWHUDFWLRQ LV D PDWWHU RI SRZHU UHODWLRQV ZKLFK GHSHQGV RQ WKH
relative field positions of the agents, the amount of capital (power) they possess and 
their ability of appropriating the structure and practices within the field, to maintain 
DQG HQKDQFH WKHLU UHVSHFWLYH VRFLDO SRVLWLRQV 6LQFH µSRZHU¶ HQWDLOV WKH DELOLW\ RI D
person to apply sanctions, both in negative and positive terms (Dodson 1962), the 
social conditions and the perception of the positioning and use of power would largely 
determine the quality of interaction between various agents (such as between parents 
and teachers) within a given social setting. Therefore, like other social spaces, schools 
are places where power relations are manifested in varying forms in social 
interactions between people (Das 2007). In school, teachers generally wield power as 
DJURXSDQGSURIHVVLRQDOVZKRKDYH³WKH FDSDFLW\WRPDNH>WKHLU@LQWHUHVWVIHOW«LQ
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FRPPXQDOGHFLVLRQPDNLQJSURFHVVHV´'RGVRQ,WLPSOLHVWKDWEHLQJLQD
powerful position, it is the responsibility of teachers to contact and involve parents in 
school in matters relating to their children (Gestwicki 2000; Hanhan 2003). However, 
there is considerable research to suggest that generally for the working-class parents, 
teacher power pose many problems. There is longstanding research evidence to 
support that working-class parents (since socially, economically and educationally are 
DWDGLVDGYDQWDJHDVDJURXSGRQRWKDYHHQRXJK µYRLFH¶7KLVKDV LPSOLFDWLRQVRI
powerlessness at an individual and at a collective level for parents (Connell et al. 
1982; Crozier 2000; Lareau 1989; Lightfoot 1978; Reay 1998a; Vincent 1996a). 
Some parents therefore shared their views as follows: 
:KRP,FDQHQTXLUHIURP":KRZLOOOLVWHQWRDORQHSDUHQW¶VYRLFH">,WFRXOG
only be when] fathers get together and raise their concern with an elder or 
with the principal that what has been happening here, our children come to 
VFKRROZKDWKDYHWKH\OHDUQHG"«3DUHQW8%6 
7KLVVHFWLRQWKHUHIRUHPDSVWKHLVVXHVRISRZHUIURPWKHSDUHQWV¶SHUVSHFWLYHVLQWR
three sections. The first section considers the role of class and capital in power 
relations. It teases out how being dispossessed by the perceptions of these, reinforced 
by the structural dynamics of the various social fields, creates the feelings of being 
µORZ¶ LQ GLVWDQFH DQG VWDWXV WHUPV DQG D VHQVH RI EHLQJ LQIerior and hence 
powerlessness in working-class parents. The second section looks into the field 
position of school and its related cultural implication and significance, which for the 
majority of parents acts as a unique power bastion that they see difficult to surmount. 
The third section explores the theme of how even those parents who have some 
understanding of the dynamics of power relations with teachers, given their 
constraints and the related cultural conditions, cannot overcome the imbalance in 
power relations.  
µ,DPDSRRUPDQ«,KDYHQRWKLQJH[FHSWGLUW¶VWDWXVFODVVDQGFDSLWDOLQ
power relations 
The findings reveal that for most parents power dynamics with teachers had deep-
seated status, class and cultural capital implications. For most parents, therefore, their 
social class and education were recurrent themes that underpinned their perception of 
imbalance in power relations with teachers, which led many parents to see their 
relations with teachers fraught with problems and concerns. Thus, for most parents, 
school was a place of power, where the perception of power was deeply embedded in 
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WKH WHDFKHUV¶ SRVLWLRQ DQG DXWKRULW\ GXH WR WKHLU SHUFHLYHG VRFLDO DQG HGXFDWLRQDO
advantage. Moreover, for most parents, in most cases teacher power appeared strongly 
LQVWLWXWLRQDOLVHG LQ VFKRROV WHDFKHUSRZHU LQ VFKRROV UHVLGHV LQ DEXUHDXFUDWLF µWRS-
GRZQ¶ KLHUDUFK\ DW WKH ERWWRP RI ZKLFK DUH VWXGHQWV DQG SDUHQWV 2SODWND 
Simkins et al. 1998; Simkins et al. :KDWLWLPSOLHGLQ%RXUGLHX¶V1996:263-
 ODQJXDJH LV WKDW WKH FDUHIXOO\ RUFKHVWUDWHG µJDPH¶ GLG QRW DSSHDU DV D µOHYHO
SOD\LQJILHOG¶IRUDOOHVSHFLDOO\SDUHQWVKDGLPSRUWDQWVWDNHVIRUSHRSOHZLWKSRZHU
LHWHDFKHUVZKRVHHPHGWRSURWHFWWKHLUµSRVLWLRQ¶PDLQWDLQWKHLUµHTXLOLEULXP¶DQG
UHWDLQ WKHLU µGRPLQDQFH¶ $OWKRXJK PRVW SDUHQWV GLG QRW YLVLW VFKRRO RU KDG FRQWDFW
ZLWK WHDFKHUV VLQFH WKH\ ZHUH D SDUW DQG KDG D UROH LQ WKH µJDPH¶ PDQ\ RI WKHP
therefore felt and experienced difference in power relations and a feeling of 
inferiority: 
I regard my status as inferior [submissive] to teachers. (Parent, UBS) 
I feel myself as inferior, in terms of my education as well as my status and 
the post [I work in]. They [teachers] have got good education and knowledge 
and have been guiding people [students] in their lives. (Parent, UBS) 
I see myself as a destitute, poor person. After all, they are teachers, I am a 
poor man, they have education, and I have nothing except dirt. (Parent, RBS) 
Most parents were cognisant of the structure and G\QDPLFVRIWKHµJDPH¶RISRZHULQ
ZKLFKRQH¶VVWDWXVDQGFDSLWDOPDGHDKXJHGLIIHUHQFHWRRQH¶VUHODWLYHSRVLWLRQLQWKH
power continuum. Whilst most parents did not have any personal or direct contact 
with teachers and school, their difference of status and capital, underpinned by the 
cultural notions of deference and submission to teachers meant that, the dynamics of 
power was deeply entrenched in their habitus. It is worth pointing here that although 
in some cases there were not huge differences between the parents and teachers, at 
least in social class terms, some parents considered their status and role below that of 
teachers. It therefore meant that the difference between educational levels of parents 
and teachers did seem to contribute to parental perception of differences in the 
amount and appropriation of cultural capital (education or power). Moreover, the 
socially, culturally and in some ways religiously reinforced image and status of the 
teacher also seemed to have contributed to the working-claVVSDUHQWV¶SHUFHSWLRQRI
power difference.  
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In addition to the above metaphors that the parents used to sketch and portray their 
power relations with teachers, for others the perception of power dynamics with 
teachers was a matter of difference of height and strength:  
I would see myself at a low level [compared to teachers]. Because they are 
teachers, and because they are teachers of our children, I would see myself as 
a weak person. Because teachers have knowledge [education], we need to 
respect them. (Parent, RBS) 
In a similar vein, for other respondents it was not just about sitting face-to-face or 
talking to teachers; it was more of a difference between capital and habitus, implying 
investment of time and resources, which created a difference of power and status 
between teachers and parents:  
Parent: ,GRQ¶WFRQVLGHUP\VHOIHTXDOWRWKHP>WHDFKHUV@ 
MS:  Why? 
Parent: I am below their level, because they are teachers, they know [have 
NQRZOHGJH@ , GRQ¶W NQRZ WR WKH H[WHQW WR ZKLFK \RX >PH DV
teacher/researcher] know.  
MS:  But we are [equal by] sitting in front of each other.  
Parent:  [Although] we are sitting face-to-face to one another, I cannot match 
your brain, your thinking and I cannot reach/attain your status; I am 
lying deep-down at zero level.  
MS:  What do you mean; can you explain this more?  
Parent: Although, we are sitting in front of each other I cannot reach to your 
status. Every person has their own status and position±the more you 
go up the stairs, the higher you go [in status].  
MS: How? 
Parent: The analogy of education is like you are high [in status]. It means 
that we need to be respectful [to teachers]. As they are teachers, they 
have considerable rights because they teach your child. (Parent, RBS) 
For many parents, there was therefore a deeply embedded and continuous cyclic 
process of comparing and contrasting differences of their status, class and education 
WKDWVHHPHGWRKDYHUHLQIRUFHGDQGFRQGLWLRQHGWKHSDUHQWV¶GLIIHUHQFHRISRZHUZLWK
teachers, which consequently reinforced parental perception of the limits and abilities 
about the power they could exercise in the field of school. Moreover, whilst the 
parents did not feel that they had the appropriate tools to make a difference to the 
power continuum with teachers, they seemed to have an effective understanding and 
appreciation of how power was used and appropriated in the various social settings. In 
other words, parental understanding of the working of the school and the use of power 
in it mirrored their everyday life experiences in which class and capital were the 
descriptors of status, power and honour. Therefore, alongside the dynamics of class 
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and education, the role of culture had been important as in many ways the prevailing 
structure of culture powerfully reinforced parental perception of their difference of 
power structures with teachers.  
The findings also show that, whilst the parents who talked about their perception of 
power relations with teachers used an array of metaphors to describe how they viewed 
the difference in power between themselves and teachers, for some other respondents 
the imbalance in power was because of not being able to appropriate the required 
structure of language: 
, WHOO WKHP >WHDFKHUVHGXFDWHG SHRSOH@ WKDW , DP LOOLWHUDWH DQG GRQ¶W NQRZ
much. I am apologetic of saying something, which may not be according to 
the decorum. An uneducated person compared to an educated person is like a 
SHUVRQDWDYHU\ORZOHYHOEHQHDWKWKDWOHYHO\RXGRQ¶WH[SHFWWKDWVRPHRQH
would fall [lie@>«@:KHQHYHU, LQWHUDFW with educated people, I feel like a 
duffer. I would think that had I done education, at least my conversation with 
them would be right. (Guardian, RBS) 
Many of the parents tended to acknowledge and show that they did not know much 
about the school practices because of their experiences and the related difference of 
class and capital. Yet they had considerable insight and understanding of the structure 
and dynamics of the social and historical processes (or in other words their habitus) 
through which they compared and contrasted the factors that contributed to the 
imbalance in power relations. For instance, at its basic level language is an important 
tool of communication. Yet the perception of it changes to domination and power 
when it is used as a vehicle for enhancing ones position. This is what some of the 
participants seemed to imply that resonated with the reflections of the interviewee in 
the above excerpt.  
 µ, FDQQRW PDNH WKHP ZRUN RQ P\ WHUPV EHFDXVH WKH\ DUH VHUYLQJ RXU
FKLOGUHQ¶SRZHUOHVVQHss in power relations 
7KHSDUHQWV¶GDWD VSRNHYROXPHVRIKRZSRZHUZDVGHHSO\ LPSOLFLW LQ WKHSDUHQWV¶
perception and experience of imbalance in power relations with teachers, even for 
those parents who claimed to have some contact with teachers within school. The data 
analysis makes clear that for most parents their class and capital were instrumental in 
and played a huge role in the power dynamics that structured their communication 
with teachers. Moreover, the role of culture was also important in that it reinforced 
parental perception of their difference between position and status to that of teachers: 
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Absolutely, I am ready at all times for a weekly visit. All the school needs is 
to inform me and tell me the time. I cannot make them [school/teachers] work 
on my terms, because they are serving our children; we [fathers/parents] 
ZRXOGZRUNRQWKHLU>VFKRRO¶V@WHUPV7KH\ZRXOGJLYHXVWLPHDQGZHZRXOG
adjust our circumstances accordingly. (Parent, UBS) 
As might be evident from the above excerpt, many parents were of the view that since 
WKH WHDFKHUV ZHUH µVHUYLQJ WKHLU FKLOGUHQ¶ WKH\ FRXOG QRW VHH WKHPVHOYHV HTXDO LQ
power to them. For most parents the perception of teacher power was so deeply 
ingrained in their habitus that to secede from their notions of deference and authority 
of teachers and to approach them as equals seemed an improbable task. Moreover, 
whilst some parents appeared to have some understanding of the dynamics of school 
structures and function, it seemed that to gloss over their lack of power, they seemed 
WRDUJXHLQWHDFKHUV¶IDYRXUDQGWRIROORZWKHLUVXJJHVWLRQVYHUEDWLP 
« >LQ P\ RSLQLRQ@ WKH\ KDYH JRW OLPLWHG WLPH ,Q WKDW >WLPH@ ZRXOG WKH\
[teachers] attend their classes or would they work on our suggestions. Each 
class accommodates at least 50 students, so they cannot work on the 
suggestions of 50 fathers. Fifty people should work according to their 
suggestions, and I consider this to be feasible. (Parent, UBS) 
It appears interesting that although for most parents power dynamics was mostly 
skewed in favour of teachers, most of them appeared to show considerable 
willingness and eagerness to have been involved in school and be in contact with 
teachers, provided they were approached for the purpose. Understandably, a number 
of issues seemed to have hampered the work of teachers, which also had implications 
for the overall institutional habitus in the schools, especially in the urban ones. 
+RZHYHUWKHUHZDVHYLGHQFHLQWHDFKHUV¶GDWDWKDWZKHQVRPHWHDFKHUVDQGSULQFLSDOV
(of the rural schools) wanted to engage with parents, they managed to do so 
successfully. In this manner, the cultural deference to teacher authority seemed to 
imply that teachers could exercise power positively in involving parents and working 
with them to improve learning experiences for children.  
8.3.3 Grappling with teacher power: the interplay between parental habitus and 
culture 
Whilst most parents did not appear to have a direct and close experience of power 
relations with teachers, for some parents being in contact with some teachers in school 
meant that they were more aware of and understood the dynamics of school life, and 
therefore were better placed to have varying experiences of power relations in school. 
Therefore, despite relegating to teacher authority, parents were aware of the 
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individual differences between teachers in terms of the use of power in their mutual 
interaction. It meant that some parents had more understanding of what it entailed to 
interact with teachers and how to evaluate the subtleties in power relations: 
,W¶VXS WR WKHP>WHDFKHUV@DV WRKRZWKH\GHDOZLWKXV7KHUHDUHLQGLYLGXDO
differences among them. Some of them would look down upon you and there 
are some who would give you a lot of respect. Not only that you can judge 
people by the way they talk to you but also by mere looking at their foreheads 
[face] you can read [guess] what they are up to [means what they have got in 
their minds]. (Parent, UBS) 
There was much evidence in the data to support the claim made in the above excerpt 
that for most parents the onus of their treatment rests with teachers. This was also so 
because, due to their social and class standing, most parents were unequivocal in 
saying that teachers retained and exercised full control of the dynamics of 
communication and transactions, and hence were equally deferent to teacher power in 
most matters.  
However, for some parents, who claimed to have visited school, it was not only a 
PDWWHURISRZHUSOD\ LWZDV DSURFHVVRISOD\LQJ WKH µJDPH¶E\ DSSO\LQJ LWV ORJLF
practice and rules to negotiate the uneven school terrain. For this, some parents 
appeared to show that they were conversant with the structure of the game by 
deploying their social and cultural capital to make the system (field) work for them 
seamlessly (see Section 8.1). For others who did not have those links, they had 
learned to play down or tackle power play by avoiding confrontation with teachers 
DQGKHQFHWRDSSHDUWREHGHIHUHQWWRWHDFKHUSRZHUWRUHVROYHWKHLUFKLOGUHQ¶VPDWWHUV
or issues, if there were any. There was therefore a strong cultural underpinning to the 
nature of power relations when parents engaged with teachers in school.  
8.3.4 Section summary 
In this section, I discussed that parents predominantly saw teachers as powerful and 
high in status. Moreover, as teachers were described as knowledgeable and teaching 
their children, most parents appeared culturally conditioned to respect teachers and to 
defer to their authority. Furthermore, since most parents had a working-class 
background (were most socially, economically and educationally disadvantaged), as a 
group they did not have a voice and therefore individually and collectively felt 
powerless. Whilst, many parents were aware about individual differences between 
teachers in terms of the use of power in their mutual interaction, they had a clear 
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understanding of what it entailed to interact with teachers and how to evaluate the 
subtleties in power relations. Moreover, since most parents saw themselves and 
teachers differently, the field structure and culture had conditioned and reinforced 
parental perception of power relations, which had implications for the way parents 
conceptualised and structured their practices with teachers in schools. The next 
section considers parental perception of communication barriers.  
8.4 Perceptions of communication barriers  
Having considered parent perceptions on power relations with teachers, this section 
considers parental perception of communication barriers with teachers and school. In 
his work on schools and disadvantaged parents, Moles (1993) argues that whilst 
SDUHQWVKDYHDNHHQLQWHUHVWWREHLQYROYHGLQWKHLUFKLOGUHQ¶VHGXFDWLRQDQGVFKRROV
three factors might account for their low rates of contact and collaboration with 
VFKRRO 7KHVH DUH ³OLPLWHG VNLOOs and knowledge among parents and educators on 
which to build collaboration; restricted opportunities for interaction; and 
SV\FKRORJLFDO DQGFXOWXUDO EDUULHUVEHWZHHQ IDPLOLHV DQG VFKRROV´ 0ROHV
Similarly, in considering barriers to school involvement of the minority parents, 
Bauch (1993:132-33) tested parental involvement motivations by asking parents to 
UHVSRQG WR LWHPV WKDW UHSUHVHQWHG ILYH W\SHV RI µEDUULHUV¶ ZKLFK LQFOXGHG FRQIOLFW
with working hours; delegation beliefs; lack of transportation; child care; and 
attitude/language differences. Moreover, Bermúdez (1993:179) identified five reasons 
that posed as barriers for culturally and linguistically diverse parents in the US, which 
include, work interference; lack of confidence; lack of English language skills, lack of 
understanding of the home-school partnership; and insensitivity and hostility on the 
part of school personnel. Whilst the context of my research might appear different and 
distant from the ones cited above, the data analysis suggest that many/most of the 
factors identified above resonate with the perceptions and experiences of the majority 
of parents.  
This section is organised into three sections. The first section explores parental 
SHUFHSWLRQ RI WKHLU µXQDZDUHQHVV¶ DV D EDUULer, due to which many parents feel that 
they could not communicate with teachers. Section two looks into parent perception 
of work engagement as a constraint for visiting school. The third section analyses 
SDUHQWV¶ SHUFHSWLRQ RI WHDFKHU DWWLWXGH DQG DXWKRUity as a barrier to their 
communication with the school. It also considers that the lack of teacher 
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accountability is also perceived by the parents as one of the obstacles to their 
communication with the school.  
%HLQJµXQDZDUH¶DVDEDUULHU 
The findings suggest that there were a number of perceived and actual barriers to the 
communication of parents with school, relating both to parent and teacher (discussed 
later in the section), which in many ways were inter-mutually linked. However, for 
many parents one of the primary obstacles to their communication with school was 
their lack of faith in their own abilities (knowledge). They thought that they were not 
µDZDUH¶ HQRXJK WR EH DEOH WR FRPPXQLFDWH ZLWK DQG WDON WR WHDFKHUV 'DYLHV
(1993:209) has also reported similar findings that many low-income parents have low 
assessment of themselves about their involvement in school and express feelings such 
DVµ,GRQ¶WNQRZPXFKDERXWVFKRRO¶RUµ,¶PQRWYHU\VPDUW¶:KDWWKLVLPSOLHVLVWKDW
in the absence of the UHTXLUHGµHGXFDWLRQDONQRZOHGJH¶DQGµVNLOOV¶ WKHSDUHQWVZHUH
unsure of their role in the school (Crozier 1997:195).  
This should not come as a surprise (as also discussed in the previous section on power 
relations) since a whole range of factors seemed to have underpinned such an 
approach of the parents, which not only included their social class standing, education 
and capital, but also the dynamics of social spaces seemed to have reinforced such a 
parental stance. This is not to suggest that the parents did not know anything, rather 
they were analytical in many ways. Their perceptions and experiences therefore were 
deeply rooted in their historical contexts and habitus and in the dynamics of the social 
µJDPH¶WKDWLQPDQ\ZD\VZDVDJDPHRIVWDNHVGRPLnance, power, and of a struggle 
for appropriation of these. Thus, the dynamics of power was deeply embedded in the 
dynamics of communication, which was succinctly put by one parent using an 
H[DPSOHWRKHOSLOOXVWUDWHµXQDZDUHQHVV¶DVDFRPPXQLFDWLRQEDUULHr: 
Let me quote here an example. A person saw a mark or an impression on his 
way to somewhere. He was thinking that what it could be. He thought that 
LW¶VEHVWWRFRQVXOWVRPHHOGHURQWKHLVVXH6RZKHQDQHOGHUFDPHDQGVDZ
the mark, he first cried and then laughed. Upon enquiry as to this, the elder 
UHSOLHG ³, ODXJKHG EHFDXVH XQWLO ZKHQ , ZLOO EH DOLYH >WR WHOO \RX DERXW
WKLQJV@DQG,FULHGEHFDXVH ,P\VHOIGRQRWNQRZZKDW WKLVPDUN LVDERXW´
6RZKHQ\RX\RXUVHOIGRQ¶WNQRZDERXWDWKLQJKRZFDQ\Ru make another 
>HGXFDWHG@ SHUVRQ XQGHUVWDQG >DERXW WKH WKLQJV \RX GRQ¶W NQRZ@" 3DUHQW
FGD, UBS) 
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This culturally situated and reflective experience of the respondent, although might 
seem basic, provides a powerful metaphor of the way culture and power are 
intertwined that created spaces of exclusions for many parents. Therefore, many 
parents did not seem to have enough capital and related amount and quality of habitus 
to make their presence felt by challenging the status quo. They, therefore, could not 
think of disrupting the logic of practice in school, to overturn or at least question what 
they thought they could ask and discuss with teachers. For many parents therefore 
there was a sense of unease in communication in situations where their interactions 
were primarily determined and judged by the kind and amount of knowledge they 
SRVVHVVHG DQG WKHLU VRFLDO FODVV ,Q WKH 3DNLVWDQ¶V KLJKO\ VRFLDOO\ VWUDWLILHG V\VWHP
(Ahmad 1970; Barth 1960; Lafrance 2004), such parents did not seem to have access 
to or given the opportunity of effectively interacting in social situations, where the 
µRWKHUV¶ZHUHYDOXHGDQGJLYHQWKHµVRFLDOVSDFH¶RIZKDWWKH\KDGWRVD\ 
µ,DPVLWWLQJKHUHEXW,DPZRUULHGDERXWP\ZRUN¶MREDVDEDUULHU 
The findings show that most parents showed a keen interest in the education of their 
children and appeared willing and motivated to whatever sacrifices they could make 
WR EH RI KHOS LQ WKHLU FKLOGUHQ¶V IXWXUH <HW WKH G\QDPLFV RI WKLV ZDV IDU PRUH
complicated, as parental aspirations and ideals, and their actual practices and 
conditions seemed poles apart. In other words, whilst most parents showed their 
willingness to visit school, most of them rarely had any contact with the school or 
teachers, which indicated that the interplay of culture, habitus and field had an 
important role in forming and informing their practices (as discussed in the previous 
three sections). However, upon asking what obstacles lay in their way for visiting 
school, most of them cited their work engagement patterns and earning a livelihood 
for their children as the main barriers:  
There are no barriers from the school side. I cannot come because I go early 
for my job, which makes it difficult for me to come to school and spend, lets 
say, 20 minutes with teachers. (Parent, RBS) 
There are no barriers from the school to my visit. However, my only problem 
is that of my preoccupation in my job due to which I cannot come to school. 
(Guardian, RBS) 
There are no such barriers [from the school side]. If you want to visit, you 
FDQ EXW IURP WKHLU >VFKRRO¶V@ VLGH WKHUH LV QR UHVWULFWLRQ 7KHLU GRRUV DUH
open; they want us to visit any time. But every parent cannot come because 
of their problems and constraints [preoccupation with jobs]. I am sitting here, 
but I am worried about my work. (Parent, RBS) 
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In the United States, Bauch (1993:132- LQ KHU UHVHDUFK RQ µVFKRRO FKRLFH DQG
SDUHQWDO LQYROYHPHQW¶RISDUHQWHWKQLFPLQRULWLHV LQVHFRQGDU\VFKRROVIRXQGWKDWRI
WKH ILYH W\SHVRI µEDUULHUV¶ WRSDUHQWDO LQYROYHPHQW IRUPRVWSarents (White 64.2%, 
%ODFN	+LVSDQLFµFRQIOLFWZLWKZRUNLQJKRXUV¶SUHYHQWHGWKHPIURP
visiting school. Similarly, in my research, as the above excerpts also tell, for most 
parents preoccupation with work and time constraints were the barriers that they 
regarded as holding them back from a visit to school. Whilst the present findings and 
%DXFK¶VILQGLQJVPD\KDYHVRPHUHOHYDQFH LQVRIDUDV WKH WKHPHLVFRQFHUQHGZRUN
commitment as a barrier to parental involvement may not appear even remotely 
connected between the two studies because of the social, cultural and economic 
differences and the related differences of habitus of the agents and the practices of the 
field(s).  
The fact that most parents did not have a contact with the school and teachers meant 
that the field dynamics of both the home and school had their respective logic and 
practice, that operated mostly in isolation from one another with very few 
communications and even those were on the peripheries. This is where for some 
parents some aspects of teachers appeared as hindering their visit, which I now 
discuss. 
$WWLWXGH$XWKRULW\DQG$FFRXQWDELOLW\WKHWKUHH$¶VRIWHDFKHUDVEDUULHUV 
The data analysis reveals that whilst the majority of the parents were deferent to 
teacher authority, and felt culturally and religiously obliged to respect teachers and 
KDYH µWUXVW¶ DQG µIDLWK¶ LQ WKHLU WHDFKLQJ VRPH SDUHQWV FDPH RXW RI WKH FORVHW DQG
argued how they perceived some aspects of teachers as hindering their 
communication with school. For some parents therefore, teacher attitude was one of 
the barriers that they thought was in the way of their communication with school: 
« :H WKLQN WKDW ZHOO RXU FKLOGUHQ KDYH JRQH WR VFKRRO DQG WKH\ ZLOO EH
learning there. And if I just go by my own and ask a teacher [about my child], 
he would respond that your child is learning well and there are no problems, 
so why this hassle of visiting school then. (Parent, FGD, UBS) 
Since the perception of teacher attitude was very much grounded in the power 
structures of school and in the social spaces outside school, some parents therefore 
anticipated and were wary of the teacher attitude and the way teachers might treat 
them in school. Moreover, given that a majority of the parents perceived that there 
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were differences of status, class, and capital between themselves and teachers, for 
some parents the perception of social transactions with teachers involved a feeling of 
neglect and difference.  
The findings also suggest that for some parents, in addition to teacher attitude, teacher 
authority was a barrier to their communication with school: 
«WKHUHDUHLVVXHVVXUURXQGLQJWKHDXWKRULW\RIDWHDFKHUZKLFK,IHHOFDQQRW
be challenged by students or by parents. It is so because if a student objects to 
something in the classroom, he would not be able to progress effectively 
because of the personal grudges of the teacher concerned. You cannot 
question [teachers]. Some teachers are sincere in their work and discharge 
their duties well, and keep in view the future of their students. There are, 
however, those teachers as well who would think that whether they teach or 
not, it is not going to make any difference to their salaries and therefore they 
pay no heed whatsoever to the problems their students face as a result. 
(Parent, FGD, UBS) 
This demonstrates that, although a majority of the parents may not have had direct 
contact with teachers and school, it seemed that, primarily through their children and 
also through their own experience of the various social spaces, many parents were 
equally aware of the issues, processes and practices that had structured teacher 
authority in school. In many ways, what it entailed is that parental habitus was 
adapted to the power structures within the school and therefore teacher authority was 
understood as unquestionable, and since it was very difficult to challenge, it was seen 
as a communication barrier with school.  
In addition to considering teacher attitude and authority as obstacles for 
communication with the school, the lack of teacher accountability of their teaching 
and performance was the more important and related issue that seemed to have 
implications for parental communication with the school. It was not only the parents, 
but also some teachers and one principal was of the view that since the inspection and 
evaluation of teachers and schools had limited functionality and significance, teachers 
could get away with anything. This resonates with the research evidence done on 
school supervision in the context of Pakistan (Ali 1998, 2000). This, therefore, had 
implications for student teaching and learning, and also for the parents who felt 
powerless: 
The major weakness is that when a teacher is not teaching properly, there is 
no accountability or evaluation of his performance. For instance, my sons 
used to tell me that such-and-such teacher was not teaching well and they 
could not do anything because, had they lodged any complaint about this, 
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then they would have got cornered and penalised for this by deliberately 
failing them in their exams. Upon just a query, the response would be that the 
students should have private tuition to cover [academic] deficiencies. (Parent, 
FGD, UBS) 
As the above excerpt also suggests, many parents had some understanding of the 
politics and dynamics of how the school functioned and clearly had a good grasp of 
the factors and processes that impinged upon the school life and the various aspects of 
WKHLU FKLOGUHQ¶V OHDUQLQJ<HW WKH\FRXOGQRWGR DQ\WKLQJRU FRXOGQRW LQWHUYHQHRQ
WKHLUFKLOGUHQ¶VEHKDOISUREably because of their social class position, or because they 
knew that they did not have enough power to make any difference to the status quo or 
EHFDXVHWKH\KDGFRPHWRWHUPVZLWKµWKLVLVKRZWKLQJVZRUNHGLQVFKRRO¶0RUHRYHU
whilst the parents may have awareness about these issues, they could not give these a 
second thought because they would have been so preoccupied in their other aspects of 
life (such as earning a living, doing other similar things or even doing nothing) that it 
did not feature as an important task in their day-to-day activities.  
8.4.4 Section summary 
In this section, I focused on three aspects that seemed to have formed communication 
barriers for the parents. Two of these pertained directly with parents and one 
concerned the role of teacher in the school as a communication barrier. I discussed the 
UROHWKDWSDUHQWDOSHUFHSWLRQRIEHLQJµXQDZDUH¶KDGDVDFRPPXQLFDWLRQEDUULHUZLWK
VFKRRO0DQ\SDUHQWV WKHUHIRUHFRQVLGHUHG WKDWVLQFH WKH\ZHUHQRW µDZDUH¶HQRXJK
they would not be able to talk to or communicate with teachers. There was also the 
issue of parental preoccupation in work as a barrier. Most parents, although showing 
keen interest in the education of their children and appearing willing and motivated to 
visit school, rarely had any contact with the school or teachers. For most of them, 
their work engagement patterns and earning a livelihood were the main barriers to 
their communication with the school. From the school side, the findings suggest that 
for some parents teacher attitude and authority were the important barriers to their 
visit to school, which they also see as closely linked to the lack of accountability of 
teachers in school. This leads us to the last section of the chapter, which pertains to 
parent perception of institutional habitus and culture.  
3HUFHSWLRQVRILQVWLWXWLRQDOKDELWXVDQGµFXOWXUH¶ 
7KLV VHFWLRQ GLVFXVVHV SDUHQWV¶ SHUFHSWLRQ RI LQVWLWXWLRQDO KDELWXV DQG FXOWXUH DQG
explores the dynamics of how it influences or affects parental perception of 
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communication with teachers. Like the previous sections, this section consists of three 
sections. The first section explores parental perception of the role of structural 
discontinuities of school that are based on parental apprehensions of school culture. It 
discusses that whilst there are structures and procedures in place in schools to resolve 
the issues and concerns of parents, for some it is the micro-interactional practices that 
they see as unnerving, making them point to the hostile terrain, they are likely to get 
involved in, and the related structural discontinuities. The second section explores the 
interplay of institutional habitus and parental perceptions of the dynamics of power 
relations and class. This section examines how for some parents class and power is 
played out at institutional level in relations or interactions with school personnel to 
FUHDWH IHHOLQJ RI SRZHUOHVVQHVV DQG µLQIHULRULW\ FRPSOH[¶ ,Q section three, the 
discussion moves on to parental perception of the consideration of how when being 
µYDOXHG¶ µUHVSHFWHG¶ DQG JLYHQ µLPSRUWDQFH¶ DUH WKH SULPDU\ GHVFULSWRUV WKURXJK
which parents are happy to visit school and have contact with teachers.  
8.5.1 Perceptions of the role of structural discontinuities 
As also discussed in the above sections, many parents were wary of their 
communication with school and some parents even questioned whether there was any 
need for them to have a contact with school. There was therefore sufficient evidence 
LQERWKWKHWHDFKHUV¶DQGSDUHQWV¶GDWDWKDWLQGLFDted that home and school operated as 
µVHSDUDWH VSKHUHV¶ ZLWK DQ LPSOLFLW XQGHUVWDQGLQJ RI WKHLU VHSDUDWH UROHV DQG
responsibilities towards children. There was also sufficient evidence in the data in 
which most teachers and many parents considered public schools as catering to the 
needs of a specific class of people i.e. the working-class and poor parents. 
Consequently, since class, culture and power underpinned the way schools were 
structured, and related practices organised and appropriated, the resultant institutional 
habitus thus seemed to pose a variety of issues, challenges and problems for many 
parents, such as the feeling of being inferior, deference to teachers, and barriers to 
visits and communication. Therefore, whilst most parents may not have visited 
VFKRRO RU KDG DQ\ FRPPXQLFDWLRQ ZLWK WHDFKHUV EHLQJ VWDNHKROGHUV LQ WKH µJDPH¶
WKH\VHHPHGWRKDYHµDIHHOIRUWKHJDPH¶EXWQRWPXFKFRQWURORYHUWKHµJDPH¶LWVHOI
as the following excerpt also reveals:  
These days in our society and in schools the culture is such that, even if I visit 
my son at school after a month or so, first the chowkidar [gatekeeper] would 
  365 
welcome me with a humiliating smile. He would think this is a mad person 
[that why he is visiting school]. So, when you enter the school, who from you 
should ask about your child. No one would know about your child. Need±
when the need was felt, we then came here to attend this programme [focus 
group discussion]. (Parent, FGD, UBS) 
The important point here is that the way some parents shared and talked about their 
H[SHULHQFH RI VFKRRO µFXOWXUH¶ LQGLFDWHG WKH SUHVHQFH RI VWUXFWXUDO GLVFRQWLQXLWLHV LQ
school for parents. In other words, what it implied is that these parents were aware 
and wary of the logic and practice of the institutional habitus that they felt that they 
ZHUHRUZRXOGEHµUHFHLYHG¶GLIIHUHQWO\E\WKHYDULRXVDJHQWVLQVFKRRO:KLOVWWKHUH
were clearly some structures and procedures in place in all the schools, albeit 
differently, through which various mutual issues, concerns, and problems relating to 
students or parents were looked into, dealt with and resolved. Yet, what the parents 
seemed to highlight was that for them the micro-interactional processes and practices 
with various agents in the school were disconcerting. More specifically, what it meant 
is that since the institutional habitus developed within the school seemed to operate, 
alongside other things, along the hierarchies of power, starting from the head, down to 
the gatekeeper, the parents seemed to imply that they being at the receiving end found 
it difficult to negotiate and navigate through the bureaucratic power structures.  
As also indicated in the above excerpt, further evidence of structural discontinuities 
in/with school of parents seemed to involve the way man\SDUHQWVHPSKDVLVHGµQHHG¶
DVWKHEDVLVRIWKHLUFRPPXQLFDWLRQZLWKWHDFKHUV%\PHQWLRQLQJµQHHG¶DVWKHEDVLV
of their contact, what the parents implied is that they wanted the teachers or school to 
make a concerted effort to communicate with them. More specifically what many of 
them meant is that as I had been contacting them through various means (their 
children and telephone contact) for the purpose of my research, they therefore felt that 
WKHLU SUHVHQFH ZDV µQHHGHG¶ LQ VFKRRO DQG WKHUHIRUH VSDUHG VRPe of their time to 
participate in the research.  
8.5.2 Perceptions of power relations and class  
Following on from the above discussion, the findings suggest that the way some 
SDUHQWVVKDUHGWKHLUSHUFHSWLRQVRIVFKRROµFXOWXUH¶LQGLFDWHGKRZVWURQJO\IRUparents 
the dynamics of power relations and class were deeply ingrained in the interpersonal 
relations with teachers and in the institutional habitus generally. Whilst such feelings 
or experiences were not so explicit in the parents of the RBS meant that the parents 
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there either did not see that as an issue or could not articulate it in the manner some 
parents at the UBS did. Moreover, this may also suggest that since there were some 
differences in their contexts and field structures, parental habitus therefore may have 
differed for some parents in the urban schools. It was probably because of this that 
parents in the focus group at the UBS were more open, critical and reflective of their 
experiences pertaining to their relations with teachers or principal in the school that 
underpinned power and class dynamics: 
You cannot ask about it from anyone. For this, there are no resources to help 
support [the process]. Even if you come to school [to enquire about your 
child], the principal in a sarcastic manner will FRQVROH\RXWKDWLW¶VRNWKDW,
have visited [him] and that they are taking good care of my child; and in a 
compelling way, he would send me back. He [the principal] would not bother 
WRNQRZ>DERXWPH@«3DUHQW)*'8%6 
So, when you go and visit the principal, you would find him talking on his 
mobile [phone] or on his telephone and you would be made to wait until he 
finishes. So, when you say something about your child, then in return you 
would feel a sort of inferiority complex and this would make you question 
\RXU LQWHQWLRQ WKDW µZK\KDYH ,EHHQDVNLQJRUHQTXLULQJDERXWP\FKLOG"¶
that this is a sort of inconvenience for the principal and other staff of the 
school. (Parent, FGD, UBS) 
What is important here is the representation of how class dynamics unfold in power 
relations for parents, due to which many parents viewed themselves as weak and 
SHUFHLYHGWKHLUVWDWXVDVLQIHULRU$OVRLPSRUWDQWKHUHLVWKHSDUHQWV¶UHIHUHQFHWRWKH
subtlety of micro interactional issues in the structure of practices within the 
institutional habitus, in which parents see themselves at the receiving end. This is 
important since this tells about the structure of power relations that are enacted 
between teachers/principal (as possessing more power) and parents (perceiving 
themselves as weak). The parents not only felt the imbalance in power relations by the 
ZD\ WKH\ ZHUH µWUHDWHG¶ EXW DOVR WKH SDUHQWV¶ GHSLFWLRQ RI WKH ERGLO\ KDELWXV RI WKH
principal or teachers gives an indication that attending telephone or doing any other 
activity meant relegating the importance and presence of parents in school.  
Another important point, which I construe from the above quotations, is that whilst 
many of the parents may not have directly experienced or encountered such situations 
in the school environment, what they seemed to suggest is that this is how they 
expected that they would be treated when and if they happened to visit school and 
enquired about their children. This is an important dimension of the findings in that 
being active members of the various fields within the overall social space, the parents 
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KDGDµIHHOIRUWKHJDPH¶DQGWKHUHIRUHJLYHQWKHLUUHVSHFWLYHILHOGSRVLWLRQVDQGFODVV
dynamics, were in a position to predict and interpret the various positional strategies 
and practices enacted in various situations.  
,W¶VDOODERXWJLYLQJµLPSRUWDQFH¶WRDQGµYDOXLQJ¶SDUHQWV 
The findings in this and the previous chapter demonstrate that most parents were 
deferent to teacher authority and seemed to relegate many of their chilGUHQ¶V
responsibilities to teachers. However, some parents had a clear understanding of the 
role of culture that was prevalent in school, which they perceived as uninviting and 
not valuing parents:  
«ZKHQ,IHHOWKDWP\SUHVHQFHLVQHHGHG>DWVFKRRO@DQGI am respected and 
they [teachers] feel happy at my visits when I enquire about my child, then I 
would be happy to visit school at all times. (Parent, FGD, UBS) 
Implicit in the above quotation is the need for a reconsideration of the school 
environment that did not seem to have much place for parental involvement. As 
discussed in the chapters on teachers, a majority of the teachers perceived parental 
ODFNRILQWHUHVWLQWKHLUFKLOGUHQ¶VHGXFDWLRQDVWKHUHDVRQIRUWKHLUODFNRILQYROYHPHQW
with school. HoweYHUWKLVZDVQRWWKHFDVHDVWKHDQDO\VLVRIWKHSDUHQWV¶GDWDUHYHDOs 
that most parents wanted that their children do well in education and many were 
willing to do whatever they could do to be of help in this regard. However, the 
institutional habitus seHPHGWRKDYHDORJLFWKDWNHSWPRVW³SDUHQWVDWDUP¶VOHQJWK´
(Lambert et al. 2002:81), partly because of the culture and parental working-class 
background and mostly because schools were inward looking as there was no 
UHFLSURFLW\LQWHUPVRI³LQWHUDFWLRQDQGH[FKDQJHRILGHDVDQGFRQFHUQV´/DPEHUWet 
al. 2002:81). The experiences shared by some of the parents therefore seemed 
directed to the void in the school culture that did not give much importance to them: 
So when I visit school and I am not given the importance as to which type of 
person has come, so I would be constrained not to visit school the next time. I 
would feel very awkward in such situations, where there is neglect and a 
feeling of being inferior. (Parent, FGD, UBS) 
Similar feelings were alsRHFKRHGE\ VRPH WHDFKHUV LQ WKHSDUHQWV¶ VXSSRUW VXFKDV
ZKHQ WKH\ DUH QRW JLYHQ µPXFK LPSRUWDQFH DQG DUH RYHUORRNHG¶ SDUHQWV ZHUH QRW
likely to visit school (see Section 6.3.5). It is worth reiterating here that whilst many 
parents may not have had much direct contact with school or teachers, they were clear 
about the factors that would lead to a feeling of alienation from school. In other 
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words, the parent seemed to suggest that the school culture disregarded parental 
position and status, which not only created an imbalance in power dynamics with 
teachers but which also led to barriers to their involvement or visit to school.  
8.5.4 Section summary 
This section considered parental perception of institutional habitus and culture. For 
some parents the institutional habitus posed structural discontinuities due to which 
WKH\IHOWWKH\ZHUHµUHFHLYHG¶GLIIHUHQWO\E\WKHYDULRXVDJHQWVLQVFKRRO7KLVPHDQW
that apart from highlighting the micro-interactional processes and practices with 
various agents in school, for parents the institutional habitus operated along the 
hierarchies of power and bureaucratic structures, which they found difficult to 
QHJRWLDWHDQGQDYLJDWHWKURXJK7KHILQGLQJVDOVRVXJJHVWWKDWWKHSDUHQWV¶SHUFHSWLRQ
RI VFKRRO µFXOWXUH¶ LQGLFDWHG how the dynamics of power relations and class were 
deeply ingrained in their interpersonal relations with teachers. Resultantly, many 
SDUHQWVIHOWµZHDN¶DQGEHLQJµLQIHULRU¶LQFRPSDULVRQWRWHDFKHUVDQGVFKRROZKLFK
also implied that when parents were not given importance and valued they were not 
likely to visit school.   
8.6 Chapter summary 
In this chapter, I have shown that whilst most parents did not communicate with the 
school of their children, they had an effective understanding of the dynamics of their 
relations with school. I have also demonstrated that whilst very few claimed that they 
had some contact with the school of their children, for the majority of the parents 
there were issues around class and culture and their own habitus due to which 
communication with teachers was not a norm rather than exception. It was this 
implicit understanding that led most parents to see home and school as having 
µVHSDUDWH VSKHUHV RI LQIOXHQFH¶ 7KH VHSDUDWH UROHV RI KRPH DQG VFKRRO ZHUH DOVR
underpinned by parental perceptions of the role that power dynamics played in their 
relations with teachers and schools, which shed light on the issues of social class and 
capital and the associated positions the parents held in the field, that created an 
imbalance in the perceptions of power for most parents. Resultantly, whilst most 
parents did not communicate with school, they could clearly see and articulate the 
various barriers to their participation in and relations with teachers and schools, some 
pertaining to their own selves others relating more to the dynamics of school and 
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teachers. This in collectivity formed the way some parents saw the role of institutional 
habitus and culture in their relations with school, which was underpinned by their 
class and capital and the role of structural discontinuities within the school 
atmosphere that the parents saw as not valuing and giving them importance. 
With this in mind, I now move on to the last chapter, the conclusions to the thesis. 
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Chapter Nine ² Conclusions 
This final chapter draws on the findings of the previous four chapters and provides the 
key conclusions to the thesis. I present the ways through which parents and teachers 
perceived and experienced their relations with one another and how they acted and 
interacted within the contexts of home and school. In presenting a summary of 
findings and conclusions, the main research questions and subsidiary research 
questions act as a guide. I then consider the implications of the study, before 
considering limitations of the research study. I also discuss recommendations from the 
study designed specifically for teachers and parents, and policy makers. Towards the 
end of the chapter, I provide a discussion of the originality of the research and justify 
its contribution to knowledge, which is followed by suggestions for further research 
and my reflections on the research experience.  
9.1 Summary of findings and conclusions: the dynamics and dimensions of 
parent-teacher relations 
This section provides a summary of findings and conclusions in the light of the 
research questions that I set out to explore in Chapter One. As the preceding four 
chapters on teachers and parents demonstrate, the findings provide a sociological and 
cultural portrait of parent-teacher relations, addressing a number of key elements and 
issues that influence the dynamics and dimensions of home-school relations in 
Peshawar. The main thrust of the section is on the discussion around the two main 
UHVHDUFKTXHVWLRQV³how do parents and teachers interact and communicate in public 
secondary schools in Peshawar?´DQG³how do their relations become structured and 
influenced in the respective environments of home and school?´+RZHYHU,DOVRGUDZ
on the subsidiary research questions (see Chapter One) to discuss institutional 
habitus and communication practices, perceptions of power relations, perceptions of 
parental involvement in school, parental perceptions of educating their children, 
perceptions of communication barriers, and perceptions of the role of PTA in school.  
9.1.1 The nature of communication and interaction between parents and teachers 
In decoding the communication and interaction experiences of the teachers and 
parents, I found diverse patterns of relations between the school and home that were 
structured rather disparately; in essence in most cases with no direct links with 
SDUHQWV )URP WKH WHDFKHUV¶ GDWD DQG SHUVSHFWLYH , IRXQG WKDW ZKLOVW PRVW WHDFKHUV
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appeared to have an effective understanding of and professional consensus towards 
the various means of communication with parents, in some ways they held contrasting 
and restricted views about these communication experiences (see Chapter Five). In 
looking at what restricted teachers from engaging with parents, most cited that various 
work constraints (such as overcrowded classrooms, lack of resources) and related 
responsibilities at school hampered their communication with parents. In this sense, 
the communication of teachers with parents seemed deeply embedded in the 
institutional habitus and in the structure of social transactions that the teachers had 
embodied in their habitus from the broader social settings outside the school. What 
WKLV PHDQV LV WKDW WKH WHDFKHUV¶ KDELWXV LQVWLWXWLRQDO KDELWXV DQG WKH RYHUDOO ILHOG
influence of the schools had an importDQWUROHLQVWUXFWXULQJWKHLQGLYLGXDOWHDFKHUV¶
communication and practices with parents. 
It also appeared that due to the interplay between teacher habitus and institutional 
habitus, most teachers rarely communicated with parents, except in very rare cases of 
some chronic academic, behavioural or conduct problems with pupils. Moreover, 
whilst most teachers initiated little contact with parents about very specific issues of 
children, it also became apparent that the communication of teachers was 
individualistic and not organised along institutional lines, i.e., it depended on the 
individual personalities of teachers in what manner and form they communicated with 
SDUHQWV7KHSDWWHUQWKHUHIRUHWKDWHPHUJHGIURPWKHWHDFKHUV¶H[SHULHQFHVZDVWKDW
generally the schools did not have explicit, formalised or institutionalised procedures 
for contact with parents, i.e., the institutional culture led teachers to operate only 
individualistic contacts rather than institutional structures. This led the teachers to 
construct for themselves a personal style ± based upon their own dispositions.  
However, there was also evidence that suggested that for some teachers, especially in 
WKH UXUDO VFKRROV VRPH SDUHQWV DSSHDUHG WR EH XVLQJ µFUHGLW VOLSV¶ WR HQWUXVW WKH
various academic, social and personal responsibilities of their children to teachers, 
which underpinned their mutual acquaintance and signified parental deference to 
teacher authority. I also found that since most teachers viewed parents as working-
class and poor, the underlying influences and structures of teacher habitus and the 
consequent field influence of the school led most teachers to present parents as 
homogenised and portrayed them all as uninterested in school visits. This finding 
contrasted with the parental perspective, which clearly showed that parents, whilst not 
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homogenised, often had a keen interest in the education and welfare of their children. 
However, it seemed that they had neither the strategies, nor the habitus to enact this 
desire. 
However, generally within all the schools, the communication of teachers with 
parents emerged as a complex, dynamic and patterned process that was far from 
random, which was not only engrained in the specific situations but was also 
underpinned by the power and class dynamics of the stakeholders. In this sense, 
WHDFKHUV¶FRPPXQLFDWLRQDQG LQWHUDFWLRQZLWKSDUHQWVHPHUJHGPHWDSKRULFDOO\DVDQ
iceberg, i.e. on the surface there was not much activity and evidence of positive 
relationships, but hidden below the surface was an array of issues and aspects, which 
VWUXFWXUHGDQG LQIOXHQFHG WHDFKHUV¶SHUFHSWLRQDQGSUDFWLFHVZLWKSDUHQWV ,WEHFDPH
FOHDU WKDW WKLV KDG D GRPLQDQW FXOWXUDO GLPHQVLRQ $OWKRXJK WKH WHDFKHUV¶ UHODWLRQV
with parents were culturally embedded in their respective school contexts, it is 
interesting to note that there are similarities cross-culturally with developed countries. 
For instance, Connell HWDO¶V (1982:53) portrayal of working-class families, and the 
description given by public secondary school teachers that working-class parents lack 
LQWHUHVW LQ WKHLU FKLOGUHQ¶V HGXFDWLRQ DOVR UHVRQDWHG ZLWK WKH H[SHULHQFHV RI WKH
teachers I researched in Pakistan.  
Although in most cases communication with parents was an individual matter of the 
teachers, in terms of comparisons between the schools, the heads in the rural schools 
fared well when compared to their urban counterparts in school effectiveness and 
communication with parents. In this sense, the principal of the RBS had been 
undertaking various measureVWRDGDSWWKHLQVWLWXWLRQDOKDELWXVDQGWHDFKHUV¶KDELWXV
at least insofar as school policy initiatives were concerned, towards inviting and 
informing parents about various matters concerning  the pupils (see Chapter Five).  
In order to understand the various parental perspectives of their relations with teachers 
and school, it was imperative that the contexts and practices of their home 
environment were taken into consideration. In this regard, I found that given the many 
similarities in the structures of parental habitus and the related aspects of social class, 
FDSLWDO DQG VRFLDO LQIOXHQFHV WKH µVRFLDOLVLQJ H[SHULHQFHV¶ WKDW SDUHQWV SURYLGHG WR
their children were thoroughly socially and culturally grounded and individually 
determined (see Chapter Seven). In other words, what I found was that despite the 
differences in interaction and relations with children, for most parents the prevailing 
  373 
structures of practices and social influences had underpinned the collective structures 
of their habitus. In this regard, I found that most parents emphasised the normative 
DQG FXOWXUDO YDOXHV WR LQVWLO LQ WKHLU FKLOGUHQ 7KH SDUHQWV¶ GDWD DOVR UHYHDOHG WKDW
many parents (especially fathers) were ambivalent in their interaction with children. I 
also found that most fathers viewed physical punishment of children as desirable and 
permissible and considered it a reformatory tool. These important findings resonated 
with the findings of teachers, suggesting in most cases that fathers were implicitly 
complacent with teachers in reforming their children by administering punishment. 
However, some parents differed with the dominant held views of the parents about 
punishment and the authoritarian stance with children i.e., some parents were against 
the suppression of children and argued for adopting child-centred strategies instead.  
The role of mothers emerged as important in terms of their relations with children, 
husbands and thus their influence on the school matters of their children. Whilst the 
mothers in my research were not formally educated, although having some Quranic 
education, I found that they provided help and guidance to their children in everyday 
VFKRRODQGSHUVRQDOPDWWHUVDQGFRQWULEXWHGWRWKHLUFKLOGUHQ¶VHGXFDWLRQLQZKDWHYHU
way they could possibly do so (see Chapter Seven, especially Sections 7.1.5 and 
7.3.4). Moreover, mothers also acted as an intermediary between the children and 
WKHLUIDWKHUVWRFRPPXQLFDWHWKHFKLOGUHQ¶VUHTXHVWVRUGHPDQGVWRIDWKHUVZKLFKWKH\
themselves were not able to ask directly. This indicated some cultural notions of 
father-children ambivalence in relations. In terms of their communication with their 
GDXJKWHUV¶VFKRRO,IRXQGWKDWWKHPRWKHUVKDGDGGHGFXOWXUDODQGSURFHGXUDOLVVXHV
and restrictions, which included, for instance, preoccupation in their home affairs and 
issues of purdah. Like fathers, mothers rarely had any contact with the school. In 
most cases, the mothers had either not paid any visit to the school or visited their 
GDXJKWHUV¶VFKRRORQO\D IHZWLPHVPRVWO\DW Whe time of admitting them to school. 
This clearly portrayed a role that signified separate spheres of influence between 
families and schools.  
Therefore, there is a case here that the structured patterns of parent-child interactions 
in the home were not recognised or valued, nor were they used in the structured 
expectations of the school. This implied that whilst the teachers portrayed a 
homogenised understanding of the home environment, it was evident from the data 
that the mothers had an important role in the home affairs. More specifically, by 
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providing help and guidance to their children in everyday and school matters they 
played a pivotal role in liaising between the children and their fathers and hence were 
the focal point of the home. However, since the patterns or structures and practices of 
the home were not in congruence with, and appeared detached from, the structures of 
the school and vice versa, much of what least the families could have offered could 
not appear to have been incorporated in the structured expectations of the schools. It 
was here that the disconnection between the way the institution viewed the family 
structure (and how it appeared to the families themselves) made the possibilities for 
effective communications much weaker. 
Whilst there were clearly differences between the individual habitus of different 
parents and the related aspects of social class, capital and social field influences, 
parents were unequivocal in terms of their support for communication with the 
school. In this regard, I found that most parents appreciated and acknowledged the 
importance of parental visits to the school and had a clear understanding of the 
specifics of what and how they needed to enquire about their children. However, in 
practice, very few parents ever visited the school (see Chapter Eight). The evidence 
that I gleaned from the data suggests that those few parents who claimed to have been 
communicating with the teachers seemed to have been deploying their social and 
cultural capital to gain access to the school. In other words, these parents already had 
connections and links with the school that they could rely on, whether by directly 
accessing the school services or indirectly through proxy through the teachers these 
parents knew before hand. 
I also found that there was also some evidence of parent-WHDFKHUFRQWDFWXVLQJµFUHGLW
VOLSV¶ ZKLFK VHHPHG WR KDYH D GLYHUVH PHDQLQJ DQG XVDJH )RU VRPH SDUHQWV DQG
WHDFKHUV ZKLOVW LW PHDQW µRXW RI WKH ZD\¶ IDYRXUV UHFLSURFDOO\ IRU RWKHUV LW PHDQW
delegating some or most of their parental responsibilities of their children to teachers 
because of their social/clan connections or solidarities (see Chapters Five and Eight).  
+RZHYHUJHQHUDOO\XQOLNHWKHWHDFKHUV¶SRUWUD\DORISDUHQWVDVXQLQWHUHVWHGLQ WKHLU
cKLOGUHQ¶VHGXFDWLRQDQGQRWZDQWLQJ WRYLVLW WKHVFKRROPRVWSDUHQWVZDQWHGEHWWHU
relations with the teachers and the school. However, due to their lack of knowledge 
and understanding of the school structures and dynamics, they were not confident of 
their role in the school. In this regard, I found that whilst most parents were willing to 
visit the school, they wanted teachers to contact them and invite them to the school. 
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However, it appeared that generally, the schools¶ institutional habitus was not 
structured and sensitised to deal with such parental diversity; and the schools were 
more inward looking, probably because of the structured structures of the schools and 
WKH WHDFKHUV¶ KDELWXV :KDW WKLV PHDQW LV WKDW IRU WKH SDUHQWV VLQFH VFKRROV ZHUH
specialised bodies and institutions that had professional expertise and structures, and 
exercised considerable control and power over their children and families, parents 
were of the view that the initiative of contacting them needed to come from the 
school.  
9.1.2 Communication between parents and teachers: structures within structures 
In this section, I look at the depth and dimensions of parent-teacher relations that for 
teachers seemed to have entailed many school related issues and factors and for the 
parents involved both their personal aspects of class and culture, habitus and capital, 
and the related influences of the social fields and structures.  
For teachers in the schools, many school related issues and factors seemed to have 
structured their perceptions and experiences of communication with parents (see 
Chapter Five, Section 5.2). Generally, most teachers described the structural and 
functional constraints of their work as a hindrance to their contact and communication 
with parents. By this, they meant specifically that time and resource constraints, 
teaching load and overcrowded classrooms were the main reasons, which they argued 
influenced and limited them for having any meaningful contact with parents (see 
Chapter Five, Section 5.2.1). This implied that in most cases the school structure and 
culture was not explicitly oriented towards a structured communication system with 
parents and appeared to have structured the teacher habitus in describing these factors 
as restricting effective communication with parents.  
+RZHYHU ZKLOVW PRVW WHDFKHUV¶ FRPPXQLFDWLRQ ZLWK SDUHQWV GLG QRW DSSHDU WR WDNH
place on a regular basis, it appeared evident that most teachers seemed to have 
HPERGLHGWKH³FRPSHQVDWLRQSDWKRORJLFDOPRGHO´*RRGHLQWKHLUUHODWLRQV
with parents. Under this model, having developed a homogenised understanding of 
the parents and their background, most teachers saw that parents had a deficit in terms 
RI WKH NQRZOHGJH VNLOOV DQG XQGHUVWDQGLQJ RI WKHLU FKLOGUHQ¶V HGXFDWLRQ DQG
upbringing. Most teachers therefore seemed to have generalised these views, without 
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giving much thought to the diversity and differences between parental background 
and situations. 
,Q WKH ER\V¶ VFKRROV WKH FRPPXQLFDWLRQ SUDFWLFHV DQG H[SHULHQFHV RI WKH PDOH
teachers with parents revealed an aspect of parent-teacher contact, which involved a 
minority of students who had some chronic academic, or more importantly conduct, 
or behavioural problems. To avoid the involvement of their fathers in their school 
problems, such students would present someone not directly related to them as their 
IDWKHUV RU EURWKHUV µPRFN¶ SDUHQWV VHH Chapter Five, Section 5.2.2). However, I 
found that the institutional habitus and the habitus of the teachers were predisposed to 
such practices oIµPRFN¶SDUHQWVDQGZKHQIRXQGJXLOW\VXFKVWXGHQWVLQWKHPDMRULW\
of cases were either fined or punished. 
,Q FRQVLGHULQJ WKH LVVXHV RI JLUO VWXGHQWV DQG IHPDOH WHDFKHUV¶ FRPPXQLFDWLRQ ZLWK
mothers, I found that for most teachers huge gender disparities existed for girls in 
education generally and concerning mother-teacher interaction and communication 
specifically (see Chapter Five, Section 5.2.3). Most female teachers therefore were 
of the view that girls were treated less favourably compared to boys because of the 
social and cultural traditions that underpinned the patriarchal societal norms, in which 
boys were perceived as a source of earning and support and girls as an economic 
OLDELOLW\ 0RUHRYHU IRU PRVW IHPDOH WHDFKHUV PRWKHUV¶ FRPPXQLFDWLRQ ZLWK the 
school was constrained by their home environment and engagement patterns that were 
determined by their educational levels and cultural influences. These issues seemed to 
have implications not only for the quality of care and education parents were inclined 
to give to their daughters but also had implications for mother-teacher relations. 
$OWKRXJK LQPRVWFDVHV WHDFKHUV UDUHO\ FRPPXQLFDWHGZLWKSDUHQWV VRPH WHDFKHUV¶
µSHUVRQDO LQWHUHVW¶ EHFDPH D VWUDWHJ\ RI FRPPXQLFDWLRQ ZLWK VRPH SDUHQWV 7KLV
involved finding or locating those students in the class or school whose parents could 
help solve their personal problems (see Chapter Five, Section 5.2.4). This involved 
such teachers using their position and authority to obtain personal favours through the 
parents of their pupils. In such instances, I found that many parents would also 
UHFLSURFDWHWRVXFKWHDFKHUV¶UHTXHVWVEHFDXVHRIWKHFXOWXUDOGHVLUDELOLW\RIUHVSHFWIRU
teachers and submitting to their authority (see Chapter Eight).  
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For some teachers, howHYHU FRPPXQLFDWLRQ ZLWK WKHLU VWXGHQWV¶ KRPH HQWDLOHG
cultural nuances, which were shrouded in mistrust and cultural sensitivities. For 
H[DPSOH,IRXQGWKDWVRPHWHDFKHUVWKRXJKWWKDWLIWKH\FRQWDFWHGWKHSDUHQWV¶KRPH
the parents would be suspicious and think that the teacher was in need of something 
or wanted some personal favours (see Chapter Five, Section 5.2.5). However, some 
WHDFKHUVFRQVLGHUHGFRPPXQLFDWLQJZLWKWKHSDUHQWV¶KRPHXVLQJWKHWHOHSKRQHWREH
culturally sensitive and inappropriate if they talked to the females at home, which they 
argued in some cases resulted in complaints against some teachers.  
In considering the factors that structured parental perception and experiences about 
their communication with the teachers and school, for many parents the dynamics of 
the field structures outside the home seemed to have a major role in shaping their 
habitus and practices (see Chapter Seven, Section 7.2). In this regard, I found that 
the broader social structures influenced parental habitus, and informed and structured 
parental attitudes towards norms and values about children, which seemed to have 
implications for parental contact with the school (see Chapter Seven, Section 7.2.1). 
In addition, parental interaction and experience within their respective social and 
professional fields seemed to have structured their habitus and communication 
patterns with their children, albeit differentially (see Chapter Seven, Section 7.2.2). 
All these influences and structures had important implications for how parents related 
to and interacted with their children, which also had implications for how parents 
thought about their contact with the school.  
In addition, I found that for some parents the cultural pull had a strong influence on 
parental habitus and on their practices and interaction (see Chapter Seven, Section 
7.2.3). The cultural pull as a mandatory and compulsive force of the neighbourhood 
and community fields had conditioned some parents to remain in contact with the 
field structures outside the home. For such parents, contact and interaction with the 
children at home therefore was minimal because of the cultural dynamics and field 
structures that prevailed outside the home, which as a result seemed to have structured 
parental attitudes not only about their relations with their children, but also about their 
contact with the school.  
In a similar vein, one important finding was that due to changes in the social 
structures and practices towards the education of girls, many parents seemed to have 
readjusted their habitus and incorporated alternative patterns of dispositions and 
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SUDFWLFHVUHJDUGLQJWKHLUGDXJKWHUV¶HGXFDWLRQVHHChapter Seven, Section 7.2.4). In 
this regard, I found that whilst most of the uneducated parents had not sent their eldest 
daughters to school, it appeared evident that over time due to change in the social 
field structures and dynamics the parents seemed to have adapted their habitus and 
started sending their youngest daughters to school. However, for most parents given 
the influence of the culture and social class and their specific field positions and 
habitus, despite a realisation of adopting alternative practices, many parents seemed to 
follow and replicate their habitus within their home and community interaction. This 
therefore seemed to have implications for parental communication with the school of 
their children.  
Concerning parental communication with the school, for most parents, 
communication with teachers was strongly influenced by their class and relative 
social and cultural capital standing, which shaped and informed parental habitus 
DFFRUGLQJO\ ,Q DGGLWLRQ WKH SDUHQWV¶ GLVSDUDWH HGXFDWLRQDO OHYHOV DOVR DSSHDUHG WR
have important implications for their communication patterns with the teachers (see 
Chapter Eight, Section 8.2). As a result, most parents in some way or another 
expressed incompatibility of communication with the school and teachers. 
The findings revealed that whilst most parents had sufficient understanding and 
experience of the dynamics of human interaction, parents with less stock of cultural 
capital felt less confident to interact with the teachers on equal terms (see Chapter 
Eight, Section 8.2.1). In addition, I found that due to their seemingly educationally 
disadvantaged position, many parents did not find it comfortable or easy to visit 
school and converse with the teachers on an equal basis about aspects of school life. 
Many parents were also of the view that communication with the school was required 
only when they felt a pressing need such as when their child had some conduct or 
attendance problem (see Chapter Eight, Section 8.2.2). In this regard, what seemed 
evident was that whilst most parents considered it important to visit school, the 
HPSKDVLVRI WKHPDQ\SDUHQWVRQ µQHHG¶ DV WKH EDVLVRI a visit meant glossing over 
their perceived and actual inadequacies of communication gaps with the teachers and 
school. In a similar vein, the findings revealed that most parents appeared to be 
deferent to teacher authority and school and for most of them home and school 
RSHUDWHG DV VHSDUDWH µILHOGV¶ DQG WKHUHE\ WKH\ DVVXPHG WKDW WKH WHDFKHUV DQG VFKRRO
were responsible for the education of their children (see Chapter Eight, Section 
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8.2.3). I also found that most parents were of the view that if their children were 
attending school regularly then it meant that they were making good academic and 
personal progress. However, many parents expressed their dependency on the teachers 
in school matters, showing a desire to delegate many and in some cases most of the 
responsibilities of the upbringing of their children to school, and were more inclined 
to defer to teacher authority.  
The analysis of the perspectives and experiences of both the teachers and parents 
suggest that their respective contexts and fields strongly influenced and structured 
their relations, which were thoroughly underpinned by the reciprocal influence of 
their respective habitus. This meant that due to the differences in the structure and 
practices of their respective fields and habitus, the teachers and parents did not seem 
to work in tandem with one another, and thus their relations seemed poles apart. 
9.1.3 Institutional habitus and communication practices 
The institutional habitus appeared to have an important role in structuring the way 
parents and teachers perceived and experienced their relations and communication 
practices with one another. However, it was evident that the views of the teachers and 
parents about the school culture and environment seemed to have different meanings 
and interpretations for them, which in many ways appeared widely divergent. In this 
regard, I found that a number of issues and factors seemed to have structured the 
perceptions of teachers and parents about their relations and contact, which seemed 
thoroughly grounded in the influence of the school institutional habitus (see Chapter 
Five, Section 5.3 and Chapter Eight, Section 8.5), which I will now describe. 
Concerning teachers and schools, I found that the majority of the teachers were of the 
view that due to the various school related constraints, meeting with parents on the 
school turf was generally uncommon. In other words, for most teachers the 
institutional habitus was collectively structured and oriented in a way that meeting 
with parents did not form a part of the normal school procedures. This was probably 
one of the main reasons due to which some teachers described the presence of and 
PHHWLQJZLWKSDUHQWV WREHDQµDOLHQ WKLQJ¶ LQ WKHVFKRROHQYLURQPHQW VHH Chapter 
Five, Section 5.3.1).  
In a similar vein, for most teachers the institutional habitus seemed to have 
XQGHUSLQQHG µseparate spheres of influence¶ (SVWHLQEHWZHHQ WKH VFKRRO DQG
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parents. In this regard, I found that some teachers rarely involved the parents or home 
in the affairs of students in instances like quarrelling, or bullying etc. (see Chapter 
Five, Section 5.3.3). This appeared to suggest that the teacher habitus had thoroughly 
HPERGLHGWKHUROHRIµin loco parentis¶LQWKHVFKRROE\WDNLQJRYHUWKHUHVSRQVLELOLW\
for dealing with such matters rather than sharing or engaging with the family. A 
somewhat intriguing finding was that the school culture and teacher habitus were 
structured reciprocally in that some teachers were very keen to locate and contact 
those parents of students whR FRXOG KHOS VRUW DQG VROYH WKH WHDFKHUV¶ SHUVRQDO
problems or issues, such as sorting out gas or electricity bills (see Chapter Five, 
Section 5.3.4). However, the findings also revealed that some teachers voiced their 
FRQFHUQDERXW WKH ODFNRI µUHVSHFW¶DQG µVXSSRUW¶ WKDW VRPH WHDFKHUV DQG WKHVFKRRO
administration showed for parents in the school and argued that parents felt 
discouraged from having any contact with the school in the future when they were not 
valued and treated well (see Chapter Five, Section 5.3.2).  
However, concerning the school principals, I found that their leadership qualities 
seemed to determine and influence much of the institutional habitus and the quality of 
practices within the schools, which had implications for communication and contact 
with parents. In this regard, I found that many teachers were critical of the role that 
the principal in the UBS played in the school affairs and hence some of the teachers 
GHVFULEHGKLPDV µXQLQWHUHVWHG¶ DQG µDXWRFUDWLF¶ ZKLOVW RWKHUV FRQVLGHUHG WKHKHDG¶V
SRVWDVRQHWKDWLQYROYHGµSRZHU¶DQGµSROLWLFV¶VHHChapter Five, Sections 5.3.5 and 
5.3.6). As a result, given such a background, some teachers argued that since the 
primary purpose of teaching and learning in the school was a shambles, they could not 
think about involving and communicating with parents. In addition, I found that 
ZKLOVW VRPH WHDFKHUV DOVR DSSHDUHG FULWLFDO RI WKH SULQFLSDO¶V UROH DW WKH 8*6 WKH
majority of the teachers of the RGS and RBS appreciated and commended the role 
that their respective heads were playing towards the school affairs, in maintaining and 
enhancing its quality and in having some contact with the parents. My assessment was 
that the Principal of the RBS seemed more keen on communicating with parents and 
informing them about their children, which was evident from the measures and steps 
taken in this regard, such as a letter template informing parents of the various issues 
of their children (see Chapter Five, Section 5.3.7). However, it appeared evident that 
the communication practices of the teachers were thoroughly grounded in and 
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structured by the institutional habitus of the schools. This led most teachers to argue 
that systemic issues of the school determined and restricted them to have any 
meaningful contact with parents (see Chapter Five, Section 5.3.8).  
In regard to parents, although most teachers labelled them as uninterested in their 
FKLOGUHQ¶V HGXFDWLRQ DQG LQ WKH YDULRXV DVSHFWV DQG LVVXHV RI WKHLU VFKRRO E\ QRW
visiting school and having a contact with teachers, I found that most parents had a 
NHHQLQWHUHVWLQWKHLUFKLOGUHQ¶VDFDGHPLFSURJUHVVDQGHGXFDWLRQDQGZDQWHGWKHPWR
do well in school. However, whilst parental habitus, class and culture seemed to have 
underpinned and influenced parental peUFHSWLRQV DERXW WKHLU UROH LQ WKHLU FKLOGUHQ¶V
lives, some parents highlighted the role that the school culture or institutional habitus 
played in influencing and affecting their relations with the school (see Chapter 
Eight, Section 8.5).  
In considering their relations with the school and teachers, I found that some parents 
had apprehensions about how the institutional habitus posed structural discontinuities 
for them in the school. This meant that for the parents generally the micro-
interactional practices with the teachers or the principal within the school were 
unnerving, due to which they saw schools as hostile terrains, and hence perceived 
structural discontinuities between themselves and the school (see Chapter Eight, 
Section 8.5.1). Moreover, the way the parents shared their experiences suggested that 
the institutional habitus operated along hierarchies of power; most parents therefore 
found it difficult to negotiate and navigate through these bureaucratic power 
structures.  
The findings also suggest that owing to institutional habitus and teachers role in it, for 
parents the dynamics of power relations and issues of class fared dominantly (see 
Chapter Eight, Section 8.5.2). This meant that in their interpersonal relations with 
teachers, power and class were deeply ingrained and this led parents to describe the 
IHHOLQJ RI SRZHUOHVVQHVV DQG µLQIHULRULW\ FRPSOH[¶ LQ WKH VFKRRO FXOWXUH +RZHYHU
what seemed clear was that most parents had a clearer understanding that being 
µYDOXHG¶ µUHVSHFWHG¶ DQG JLYHQ µLPSRUWDQFH¶ LQ WKH VFKRRO ZHUH WKH SULPDU\
descriptors through which they were likely to be happy to visit the school and have 
contact with teachers (see Chapter Eight, Section 8.5.3). 
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From the above, it seems evident to conclude that for both teachers and parents, a 
complicated and diverse set of issues and practices appeared to underpin the 
institutional habitus of the schools due to which communication between teachers and 
parents appeared fraught with difficulties and problems. Although in most cases both 
teachers and parents were in favour of having close ties and contact with one another, 
in practice, below the common and ordinary, class, culture, habitus and capital 
seemed to have influenced the way parents and teachers visualised, experienced and 
structured their practices. 
9.1.4 The role of power dynamics in parent-teacher relations 
The role of power dynamics emerged as an important factor in the structure of 
relations between the teachers and parents; power was implicit in the 
conceptualisation and appropriation of all forms of capital which the teachers and 
parents deployed in their relations with one another, whether material, cultural, social 
or symbolic (Swartz 1997:73). The findings therefore suggest that the relationships 
between the teachers and parents were a result of contestation in the balance of power 
relations. These depended on the relative social and professional field positions of the 
DJHQWV WKH DPRXQW RI ³SRZHU RU FDSLWDO´ %RXUGLHX 	 :DFTXDQW  WKH\
possessed and their ability to appropriate the structure and practices within the field 
(i.e. the school or other social fields), which in most cases meant teachers protecting, 
maintaining, and enhancing their respective positions (Bourdieu 1996). It appeared 
evident from the findings that generally most teachers felt and described themselves 
as more powerful and dominant in their interactions and relationships with parents. 
However, in comparison to teachers, most parents felt and portrayed themselves as 
OHVV SRZHUIXO RU µZHDN¶ Dnd appeared deferent to teacher authority, culturally and 
educationally and in social class and status terms.  
)URPWKHWHDFKHUV¶SHUVSHFWLYH , IRXQGWKDW WKHXVHDQGDSSURSULDWLRQRISRZHUZDV
WKHUHIRUHSOD\HGRXWLQWKHWHDFKHUV¶KDELWXVDQGSUDFWLFHVDnd in the schools in many 
complex ways, which had underpinned and structured the relations between teachers 
and parents, individually as well as collectively, in subjective ways (see Chapter Six, 
Section 6.1). The experiences that the teachers shared with me in the interviews and 
focus groups therefore were varied, subjective, and deeply ingrained in their personal 
and school structures. In addition, there were some noticeable differences between the 
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experiences of the male and female teachers in both the urban and rural schools about 
the role of power in interactions with parents.  
I found that teachers were almost unanimous in considering that most parents did not 
see themselves equal in power to the teachers and school and were usually 
µVXEPLVVLYH¶DQG µGHIHUHQW¶ WR WKHLUDXWKRULW\VHHChapter Six, Section 6.1.1). The 
findings suggest that the perceived and actual differences in levels of education, status 
and class and cultural underpinnings between the teachers and parents appeared to 
have implications for uneven power relations for parents. Hence, the power dynamics 
between the teachers and parents entailed not merely differentiating by role position, 
but stratifying by hierarchy. This means that whilst the role position adopted by the 
middle class parents (bringing with them power, prestige, political affiliations and 
status to school) had implications for power dynamics with teachers, generally the 
school-home hierarchy and stratification led teachers to assume more power and 
authority over parents. In addition, therefore, many teachers were also of the view that 
EHFDXVH RI WKH FXOWXUDO FRQQRWDWLRQ RI WKH WHDFKHU EHLQJ WKHLU FKLOG¶V WHDFKHU PRVW
parents were also more inclined to be respectful and obedient to teachers. Moreover, 
the resulting differences in the quality of the habitus between the teachers and parents 
implied that many parents relied on the judgement of teachers and looked up to them 
DERXW WKHLU FKLOGUHQ¶V VFKRRO PDWWHUV HGXFDWLRQ DQG UHODWHG VRFLDO DQG SHUVRQDO
aspects. For parents, this seemed to pose a conflicting set of positions i.e. in 
respecting professional judgement, knowledge, and expertise in the field of teaching, 
the parents seemed to have learned to maintain a more general subservient position. 
This is not usually the case when it comes to power relations between the middle-
class parents and teachers, where parents can accept the professional divisions whilst 
still maintaining a sense of superiority in the relative power relations. 
However, I found also that different teachers within their respective contexts felt and 
experienced different dimensions of power relations with parents. Some female 
teachers shared with me a dimension of power relations that they experienced with 
some mothers in which they described the mothers as µVTXDEEOLQJ¶µFRQIURQWDWLRQDO¶
DQG µDUURJDQW¶ RQ VRPH PLQRU LVVXHV RU RQ WKH IDLOXUH RI WKHLU GDXJKWHUV LQ WKH
examinations (see Chapter Six, Section 6.1.2). However, I found that for some male 
teachers, some parents and other people (of power) were a soXUFHRI µSRZHU WXVVOH¶
DQG µWHQVLRQ¶ LQ WKH VFKRRO VHH Chapter Six, Section 6.1.3). By this the teachers 
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meant that those people who had political connections and were relatively well off 
were more likely to cause trouble; they considered the teachers inferior and they were 
more inclined to use their status and position to influence the teachers to their 
advantage. For instance, some local councillors, administrators or other people with 
political connections were said to be over assertive and authoritative, would influence 
the teachers through their status and position.  
,QDGGLWLRQ,IRXQGWKDWVRPHWHDFKHUVH[SHULHQFHGµXQUXO\¶DQGµWKUHDWHQLQJ¶SDUHQWV
(see Chapter Six, Section 6.1.4). In this regard, many female teachers were of the 
view that as some mothers visited school only when their daughters had failed the 
H[DPLQDWLRQLWZDVWKHQWKDWWKHVHPRWKHUVWHQGHGWREHFRPHµXQUXO\¶DQGµDUURJDQW¶
However, the experience that some male teachers shared suggests that some parents 
resorted to getting physical with teachers on some minor issues; but such instances of 
conflict and power relations were very rare. However, for some teachers parental 
arrogance and aggression was also due to their social class and social, cultural and 
political connections, due to which some parents challenged teacher authority. In this 
UHJDUG , IRXQG WKDW WKH µVRFLDO SRVLWLRQLQJ RI WHDFKHUV¶ OHG VRPH WHDFKHUV WR VKDUH
WKHLUH[SHULHQFHRIKRZVRPHSDUHQWVXVHGWKHLUµVRFLDOFODVV¶DQGµVWDWXV¶WREHOLWWOH
the teacher status and considered them inferior in terms of power relations (see 
Chapter Six, Section 6.1.5).  
+RZHYHU WKH ILQGLQJV VXJJHVW WKDWJHQHUDOO\ WKH WHDFKHUVZKR IHOWPRUH µGRPLQDQW¶
and confident did so because the majority of the parents were either uneducated or 
appeared to come from a working-class background, and who considered it culturally 
obliging to have respect for the teacher (see Chapter Six, Section 6.1.6). This 
appears to suggest that the schools had a different set of logic and practice compared 
to the structure and function of the home, due to which most parents experienced 
unequal power relations with the teachers. This also means that the social and cultural 
capital that the mostly working-class parents made use of in their interaction with 
teachers was probably not sufficient for the parents to comprehend the educational 
jargon and the structures and practices of the school life. This led to the perception of 
teachers feeling more confident and dominant in their power relations with parents. 
These findings seem to suggest that, for most teachers, the cultural desirability of 
HQWUXVWLQJSDUHQWDOUHVSRQVLELOLWLHVRIWKHLUFKLOGUHQ¶VHGXFDWLRQWRWHDFKHUVPHDQWWKDW
parents viewed teachers as more powerful and their stances as obliging. 
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However, I also fouQG WKDW VRPH WHDFKHUV VKDUHG WKHLU H[SHULHQFH RI µKDQGOLQJ
GRPLQDQWSDUHQWV¶ZKRVHHPHGWRKDYHDPLGGOH-class background (see Chapter Six, 
Section 6.1.7). In this regard, there was some evidence in the RGS that suggested that 
the institutional habitus structured and sustained by the principal seemed to have 
encouraged some (middle-class) mothers to question and demand explanation for 
matters relating to the academic aspects of their daughters. 
From the perspective of parents, I found that, generally, most parents who participated 
in the research felt themselves less powerful, and appeared deferent to teacher 
authority, culturally and educationally and in social class and status terms (see 
Chapter Eight, Section 8.3). These findings resonate with the findings of a number 
of studies that suggest that generally for the working-class parents, teacher power 
pose many problems. My findings therefore are in line with other longstanding 
research evidence that shows that generally working-class parents (since socially, 
economically and educationally are at a disadvantage), as a group do not have enough 
µYRLFH¶7KLVKDV LPSOLFDWLRQVRISRZHUOHVVQHVVDW DQ LQGLYLGXDODQGFROOHFWLYH OHYHO
for parents (Connell et al. 1982; Crozier 2000; Lareau 1989; Lightfoot 1978; Reay 
1998a; Vincent 1996a).  
In considering power relations with teachers then, for most parents, social class, 
capital and status played an important role in structuring parental habitus (see 
Chapter Eight, Section 8.3.1). The findings suggest that because of their perceived 
differences in and variations between class and capital, which were reinforced by the 
structural dynamics of the various social fields, parents mainly considered teachers as 
µSRZHUIXO¶DQGµKLJK¶LQVWDWXV,QWKLVUHJDUG,IRXQGWKDWPRVW SDUHQWVIHOWµORZ¶LQ
distance and status terms) in comparison to teachers and the majority of the parents 
had a sense of being inferior and powerlessness. The unequal power distribution was 
also because of the cultural underpinnings. In this connection, I found that the 
majority of parents appeared to be culturally conditioned to have respect for the 
teachers and to submit to their authority.  
In addition, the findings suggest that since most parents had a working-class 
background (and thus were socially, economically and educationally disadvantaged), 
as a distinct group with common sets of dispositions, they did not have a voice and 
therefore individually and collectively felt powerless (see Chapter Eight, Section 
8.3.2). In this regard, I found that for the majority of the parents the field position of 
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the school and its related cultural implication and significance acted as a unique 
power bastion that they saw difficult to surmount, which had implications for unequal 
power relations between the parents and teachers.  
However, I found that even some parents, who had an understanding of the dynamics 
of power relations with the teachers in school, could not overcome the imbalance in 
power relations with the teachers because of the influence of the school environment 
and the cultural conditioning of having respect for the teachers (see Chapter Eight, 
Section 8.3.3). As a result, this had implications for the way parents conceptualised 
and structured their practices with the teachers in the schools, such as by avoiding 
YLVLWVWRVFKRRORUOHDUQLQJWRDSSHDUµZHDN¶WRDYRLGDQ\SRZHUWXVVOHV 
9.1.5 Perceptions of parental involvement in school 
7KH WHDFKHUV¶ SHUFHSWLRQ RI SDUHQWDO LQYROYHPHQW RU HQJDJHPHQW LQ WKH VFKRRO
appeared to have different meanings, evoked different experiences and had different 
implications for different teachers. These seemed grounded not only in the structure 
DQGWKHFXOWXUHRI WKHVFKRROVEXWDOVRLQWKHWHDFKHUV¶KDELWXVFDSLWDOVWDWXVDQGLQ
related social and professional issues and practices (see Chapter Six, Section 6.2). 
In this connection, the findings suggest that the institutional habitus of the schools 
XQGHUSLQQHGE\WKHWHDFKHUV¶KDELWXVJRYHUQHGPXFKRIWKHSUDFWLFHVRIWKHWHDFKHUV
due to which most teachers cited the various school constraints as limiting factors for 
inviting parents to school (see Chapter Six, Section 6.2.1). This meant that the 
WHDFKHUV¶SUDFWLFHVZHUHSUHFRQGLWLRQHGWRVRPHVSHFLILFSUDFWLFHVZLWKLQWKHVFKRROLQ
which accommodating parents and ensuring their involvement required extending or 
adapting their habitus, dispositions and practices and the related structures within the 
schools. More simply, most teachers were of the view that since overburdened with 
work and teaching at school, in most cases, they could not afford to reach out to 
parents or involve them in the school.  
However, I also found that despite these constraints and issues, some teachers in the 
UBS claimed to have used their personal initiative to organise and conduct co-
curricular activities for students, due to which they argued parental participation and 
engagement in the school was also ensured (see Chapter Six, Section 6.2.2). In this 
regard, the teachers explained how qualitative and quantitative improvements and 
benefits were accrued by the school when parents participated in the co-curricular 
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activities of their children in the school (see Chapter Six, Section 6.2.3). According 
to these teachers, in qualitative terms, parental involvement appeared to influence 
reduction in the behaviour problems of students and resulted in an increase in their 
academic achievement. In quantitative terms, through donations and parental help and 
services, the teachers argued that a number of physical improvements were made to 
the school. This meant that there was considerable potential for parental involvement 
in schools, which relied heavily on the individual teacher dispositions and habitus, 
and their inclinations and initiatives towards these ends. In this regard, my own 
experience of the fieldworNVXJJHVWVWKDWFRPSDUHGWRWKHPRUHPDWXUHRUµWUDGLWLRQDO¶
teachers, the majority of the middle aged and young teacher participants seemed to 
have more ideas, knowledge and understanding of the issues surrounding parental 
participation and interaction in the school. The reasons for such a difference between 
these two groups of teachers appeared grounded in their personal and historical life 
trajectories, which were further set apart by their professional and pedagogical 
mastery of their teaching. Yet, the institutional habitus of the schools seemed to have 
an overarching influence on all teachers and the teachers who spoke about and were in 
favour of student-centred practices felt constraints by the school culture and practices.  
&RQFHUQLQJ WKH JLUOV¶ VFKRols, a number of female teachers shared their experience 
that there was a strong cultural aspect of parental involvement that appeared to have 
numerous layers of cultural influence for the girl students. The findings suggest that 
WKHVH µOD\HUVRISDUHQWDO LQIOXHQFH¶ &UR]LHUZHUHQRW VRPXFK LQ WKH VFKRRO
rather operated at a distance from the home (see Chapter Six, Section 6.2.4). In this 
connection, the findings suggest that most female teachers were of the view that the 
culture and logic that underpinned parental habitus mapped closely the sensitivities 
and issues around girls and their participation in various programmes in the school or 
related venues outside the school. This meant that whilst most parents were not seen 
as directly involved in thHLU FKLOGUHQ¶V HGXFDWLRQ WKHLU LQYROYHPHQW SDWWHUQV KDG D
dominant layered cultural influence that was deeply positioned in the home context 
rather than more actively engaging with the school.  
Concerning the sensitivities of issues around the girl students, I also found that most 
female teachers had a more thorough approach and an understanding of the issues and 
FRQFHUQVDURXQGSDUHQWDODSSURYDODQGSHUPLVVLRQIRUWKHLUGDXJKWHUV¶SDUWLFLSDWLRQLQ
co-curricular activities. This also meant that these teachers were more oriented 
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towards the various aspects of their students because of the cultural sensitivities and 
related understanding of privacy and safety of girls implicitly directed towards issues 
of honour and dignity of the girls. 
9.1.6 Parental perceptions of education 
In exploring parental perceptions of education and their underlying rationale for 
educating their children, I was not only able to discover more about parents, their 
background and practices and in turn about their habitus, but this also helped in 
effectively understanding the nature of parental interactions and relations with the 
teachers and school (see Chapter Seven, Section 7.3).  
7KHILQGLQJVVXJJHVWWKDWWKHLQWHUSOD\EHWZHHQSDUHQWDOKDELWXVDQGSDUHQWV¶YLHZVRQ
education seemed tR VKDSHDQG LQIRUP WKHLUSHUVSHFWLYHV DERXW WKH FXOWXUDO µQRUPV¶
DQG µYDOXHV¶ WKDW WKH\ ZDQWHG WR LQFXOFDWH LQ WKHLU FKLOGUHQ VHH Chapter Seven, 
Section 7.3.1). In this regard, I found that there was a strong desire amongst all 
parents that their children do well in education, become better human beings and be 
well protected from the bad influences of society. This is perhaps understandable, 
however, parental views were strongly influenced by their respective habitus and the 
social and cultural influence had a strong bearing upon the process of how and in 
ZKDW PDQQHU WKH SDUHQWV ZDQWHG WR LQVWLO LQ WKHLU FKLOGUHQ WKH FXOWXUDO µQRUPV¶ DQG
µYDOXHV¶ WKH\ HVSRXVHG ,Q WKLV UHJDUG IRU LQVWDQFH WKURXJK WKH FROOHFWLYH DJUHHG
cultural understanding most parents pXWPXFKHPSKDVLVRQLQVWLOOLQJµREHGLHQFH¶DQG
µUHVSHFW¶ LQ WKHLU FKLOGUHQ DV WKH SULPDU\ SXUSRVHV RI HGXFDWLRQ LQ PDQ\ ZD\V E\
adopting authoritarian styles of interaction with children. 
The findings also revealed links between parental social class dynamics and their 
views on education (see Chapter Seven, Section 7.3.2). In this respect, I found that 
for most parents there were strong connections between acquiring education and a 
desire for upward social mobility, which they mostly viewed as economic dividends 
and in utilitarian terms. Moreover, since for most parents the purposes of education 
singularly signified social mobility, they described seeing their children securing good 
positions in public and private sector institutions. In a similar vein, I also found that 
many parents do regard education as capital (though they have not referred to it 
explicitly as such), which they saw as a liberating force and as an ability to make 
HIIHFWLYH VHQVH RI RQH¶V VRFLHW\ DQG VWUXFWXUHV DQG SUDFWLFHV VHH Chapter Seven, 
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Section 7.3.47RWKLVHQGVRFLDOFODVVIHDWXUHGSURPLQHQWO\LQWKHSDUHQWV¶GDWDZLWK
most working-class parents therefore desiring that their children do not end up doing 
the work they were doing and wanting something better for them. 
The findings also revealed an interesting aspect of parental habitus in which the 
majority of the parents made use of metaphors to spatially visualise and describe links 
between education and the physical and natural world (see Chapter Seven, Section 
7.3.3). In this FRQQHFWLRQ , IRXQG WKDW PRVW SDUHQWV XVHG µOLJKW¶ DV D PHWDSKRU WR
GHVFULEHKRZWKH\YLHZHGDQGXQGHUVWRRGHGXFDWLRQDQGLWVVLJQLILFDQFHLQWKHµUHDO
ZRUOG¶ WKDW LWKDGD µSK\VLFDOH[LVWHQFH¶ZDVµHQDEOLQJ¶DQGDVRXUFHRI µGLUHFWLRQ¶
DQG µSRZHU¶ 0RUHRYHU VRPH SDUHQWV DOVR PDGH XVH RI WKH DQDORJLHV RI µVLJKW¶
µODQJXDJH¶ DQG µFRJQLWLRQ¶ WR GHVFULEH WKH VLJQLILFDQFH RI HGXFDWLRQ LQ HYHU\GD\
aspects of their lives. They seemed to point to differences between the underlying 
structures of cognition and habitus of individuals in which language(s) plays an 
important and significant role, which people use to appropriate and decode structures 
and practices in various social settings. The use of metaphors, besides being powerful 
descriptors of what the parents thought and experienced in their everyday personal, 
social and professional contact and interaction, gave important insights into how the 
structure and functioning of the parental habitus operated and made sense of between 
WZRPHGLXPVLHRQH¶VGLVSRVLWLons and the external social and physical world.  
The findings also threw some light on gender disparities for girls in education that 
involved exploring the perspectives of fathers, which resonated with their views on 
their contact and relationship with the teachers and school (see Chapter Seven, 
Section 7.3.5). In this regard, I found that many fathers, not surprising to someone 
brought up in that culture, held conservative and restrictive views about the education 
of their daughters. It was evidently clear from the findings that the majority of fathers 
seemed to treat their daughters differently by giving preference to sons in education 
and everyday aspects of life. Consequently, on a broader local and national level, this 
seemed to have implications for gender disparities in education for girls, documented 
extensively in Pakistan (Aslam & Kingdon 2008; Shami & Hussain 2006; Winkvist & 
Akhtar 2000). What seemed clear from the findings was that the many fathers who 
held restrictive views about the education of their daughters were predominantly 
because of cultural reasons, but also because of economic constraints. Moreover, it 
also appeared that the interplay between culture and religion seemed to have 
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underpinned how some fathers construed religious ideology and practices differently 
to have attitudes that seemed culturally influenced, which probably led to the 
FRQVWUDLQLQJDQGSURKLELWLQJYLHZVRI WKH IDWKHUVRQ WKHLUGDXJKWHUV¶ HGXFDWLRQ)RU
example, many fathers were of the view that daughters should not be allowed to study 
beyond middle or secondary education and were in favour of restricting them to their 
houses. This in many ways is seen as contradictory to what Islam and the Quran 
propagates. The Quran and Hadiths of the Prophet Muhammad encourage and 
necessitate both Muslim men and women to acquire knowledge and education 
(Badawi 1972; Jawad 1998; Khatab & Bouma 2007; Shorish-Shamley, online), 
something which is clearly interpreted differently by some parents who seem to see 
no contradiction between this stance and the withdrawal of girls from educational 
institutions. Thus, it appeared that the constrained habitus of the fathers not only had 
LPSOLFDWLRQVIRUWKHLUGDXJKWHUV¶HGXFDWLRQEXWWKLVDOVRVHHPHGWRKDYHLPSOLFDWLRQV
for their contact with the school.  
However, there was also evidence in the findings that established that some parents 
were supportive of both the sons and daughters education. For such parents the 
interplay between parental habitus and field avoidance highlighted how the 
constraining field structures of the village environment instigated them to move to 
urban areas for providing education to their children (see Chapter Seven, Section 
7.3.6).  
9.1.7 Perceptions of communication barriers 
The findings have identified a number of issues that appeared to create barriers to 
parent-teacher communications, some of which specifically related to teachers and 
parents whilst others involved their interpersonal dimensions (see Chapter Six, 
Section 6.3 and Chapter Eight, Section 8.4). There is also empirical evidence in the 
literature which argues that a number of both home and school factors have 
implications for parent-teacher contact and collaboration, alongside other reasons that 
create barriers to parental involvement and parent-teacher communications. For 
instance, barriers to parent-teacher communications include issues around skills and 
knowledge about building collaboration, lack of interaction opportunities, 
psychological and cultural barriers, work preoccupations, delegation beliefs, 
transportation, childcare, and attitude differences, lack of confidence, and insensitivity 
and hostility on the part of school personnel (Bauch 1993; Bermúdez 1993; Moles 
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1993). I found that many of these issues and factors seemed to resonate with the 
perceptions and experiences of the majority of the teachers and parents in my study; 
although there were some stark differences between their perceptions and experiences 
about communication barriers.  
Concerning teachers and schools, it was abundantly clear from the findings that most 
teachers saw no apparent barriers to parental involvement or visit to school (see 
Chapter Six, Section 6.3.1). In this connection, most teachers were of the view that, 
since parents themselves were uneducated and had little interesW LQ WKHLU FKLOGUHQ¶V
education most parents therefore were least inclined to visit the school. By this, it 
seemed that most teachers homogenised parents as if representing a single entity and 
WKHUHIRUHSRUWUD\HGWKHPDVµKDUGWRUHDFK¶ZKLFKIURPWKHSHUspective of the parents 
was not the case: it seemed apparent from the findings that in most cases it were the 
schools that inhibited accessibility for parents (Crozier & Davies 2007).  
I also found that as the majority of teachers only and very rarely contacted parents 
when their child was in trouble or had behaviour, conduct or academic problems, it 
was evident that most barriers to parental communication or engagement with the 
school were intrinsically from within the school (see Chapter Six, Section 6.3.2). 
This appeared so because generally in the structure and function of the school, parents 
were usually perceived as an external entity. However, even then the findings suggest 
that the general perception of most teachers was that parents were responsible for not 
YLVLWLQJ WKH VFKRRO 0RUHRYHU , DOVR IRXQG WKDW PRVW WHDFKHUV HVSRXVHG D µGHILFLW
YLHZ¶ RI WKH SDUHQWV 'DYLHV  6FRWW-Jones 1993). This seemed to have 
implications for the parents to consider the school structures as alien territories, which 
had a logic and practice of its own, leading to creating barriers for parental 
engagement with the school. However, notwithstanding the barriers that may have 
existed in the schools and practiced by the teachers, it also seemed evident that the 
parents and community were complicit in perpetuating the distance between home 
and school. This seemed so because there was an implicit understanding of the parents 
towards non-interference in the school affairs and parental deference to teacher 
authority, which meant creating self-imposed barriers to their own participation or 
visits to school. 
However, the findings also revealed that many teachers were also of the view that 
some structural and operational issues of the school created barriers to parental visits 
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to the school. The most frequently mentioned of these, according to the teachers, were 
µWLPH¶DQGµVSDFH¶FRQVWUDLQWVVHHChapter Six, Section 6.3.3). By this, the teachers 
seemed to find it hard to extend the already established and conditioned boundaries of 
their habitus that were strongly positioned in the field of the school. Moreover, this 
DOVRLQGLFDWHGWKHVWUXFWXUHGUROHRIWKHWHDFKHUV¶KDELWXVDQGSUDFWLFHVGXHWRZKLFK
accommodating alternative and open structures of practices were seen as fraught with 
problems.  
6RPH WHDFKHUV KRZHYHU KLJKOLJKWHG WKH PRUH LPSRUWDQW LVVXH RI WKH µFXOWXUH RI
VHSDUDWLRQ¶ DV D EDUULHU WR SDUHQWDO LQYROYHPHQW ZLWK WKH VFKRRO RU WHDFKHUV VHH
Chapter Six, Section 6.3.4). In this connection, I found that the culture of separation 
was dominantly constructed and instituted through the role that the teachers played in 
the school. More specifically, the socio-KLVWRULFDOFRQWH[WRIVFKRRODQGWKHVWXGHQWV¶
social class and their conditioned role in it, formed an important part of the collective 
outlook that shaped and influenced the practices of all the stakeholders, which created 
spaces of exclusions and separation for the parents in the school. This also seems to 
imply that, the feeling of separation between the school and home was also because of 
the huge disparities and incompatibilities between the structure and quality of the 
habitus and practices of the teachers and parents in their respective spheres as well as 
with one another.  
In addition, I found that some teachers highlighted the role that the structural and 
functional aspects of the school played in creating barriers to parental engagement 
with the school (see Chapter Six, Section 6.3.5). In this regard, the teachers argued 
that the autocratic structures that existed in the school posed barriers to parental 
LQYROYHPHQWLQZKLFKSDUHQWVIHOWWKHPVHOYHVWREHOHVVµLPSRUWDQW¶DQGWKDWWKH\ZHUH
QRWEHLQJµOLVWHQHG¶WRSURSHUO\7KHILQGLQJVVXJJHVWWKDWWKHLVVXHRISULRULWLVLQJDQG
listening to parents was compounded by at least two factors. Firstly, I found that, for 
most teachers, class and status consciousness operated very strongly both within and 
outside the school structures, which according to some teachers posed barriers to 
parental visits. Secondly, and as a result of the first, at the micro-interactional level, 
JHQHUDOO\ WKH ILHOG G\QDPLFV RI WKH VFKRROV DQG WKH WHDFKHUV¶ KDELWXV ZHUH QRW
appropriately sensitised to incorporate (working-class) parents as individuals and 
equal partners. This, according to some teachers, resulted in unpleasant experiences 
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for the parents who visited the school, and hence which posed barriers or obstacles to 
their future visits.  
7KH SLFWXUH WKDW HPHUJHG IURP WKH SDUHQWV¶ ILQGLQJV DERXW EDUULHUV WR WKHLU
communication with the school showed that in most cases parental background 
factors (such as class, capital and status issues, besides their habitus) seemed to have a 
major and dominant role in them not having contact with the school. In addition, some 
parents indicated aspects of the school environment that they saw as barriers to their 
visits to school (see Chapter Eight, Section 8.4). 
One of the main issues that arose from the findings pertained to parental perception of 
WKHLU µXQDZDUHQHVV¶ DV D EDUULHU GXH WR ZKLFK PDQ\ SDUHQts felt constrained to 
communicate with teachers (see Chapter Eight, Section 8.4.1). In this regard, I 
found that many SDUHQWVZHUHRI WKHYLHZ WKDW VLQFH WKH\ZHUHQRW µDZDUH¶HQRXJK
they would not be able to talk to or communicate with the teachers. This was an 
important finding and suggests that since parental habitus was not in harmony with 
WKHG\QDPLFVRIWKHILHOGRIVFKRRODQGZLWKWKHWHDFKHUV¶KDELWXVPDQ\SDUHQWVGLG
QRWIHHOFRPIRUWDEOHDERXWWKHLUUROHLQVFKRRODQGKHQFHWKH\VDZWKHLUµXQDZDUHQHVV¶
as the major barrier to their participation with or visit to the school. 
In addition, one other most cited factor as a barrier to their visit to school was parental 
perception of their work engagement as a constraint (see Chapter Eight, Section 
8.4.2). In this connection, I found that most parents (i.e. fathers) were of the view that 
their work engagement patterns and earning a livelihood for their families were the 
main barriers to their communication with the school. What was intriguing was that, 
although most parents showed keen interest in the education of their children and 
appeared willing and motivated to visit the school, they rarely had any contact with 
the school or the teachers. However, their habitus and home structures and practices 
were not appropriately oriented towards and sensitised in the way they spoke about 
their communication with the school. It was probably because of these reasons that 
many parents cited their work engagement as an excuse and a barrier to their 
communication with the school.  
However, in addition to considering their own background factors as obstacles to their 
YLVLWWRVFKRRO,IRXQGWKDWIRUVRPHSDUHQWVWHDFKHUµDWWLWXGH¶µDXWKRULW\¶DQGWKHLU
ODFN RI µDFFRXQWDELOLW\¶ LQ VFKRRO SRVHG DV FRPPXQLFDWLRQ EDUULHrs (see Chapter 
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Eight, Section 8.4.3). The findings suggest that, whilst the majority of the parents 
were deferent to teacher authority, felt culturally and religiously obliged to respect 
WHDFKHUVDQGKDYHµWUXVW¶DQGµIDLWK¶ LQ WKHLUWHDFKLQJIRUVRPHSDUHQWVWKHWHDFKHUV¶
attitudes was one of the barriers that they thought got in the way of their 
communication with school. In this regard, I found that since the perception of teacher 
attitude was grounded in the power structures of the school and in the social spaces 
outside the school, some parents therefore anticipated and were wary of teachers¶ 
attitudes and the way teachers might treat them in the school. In addition, I also found 
that given that for the majority of the parents there were differences of status, class, 
and capital between themselves and teachers, for some parents the perception of 
social transactions with the teachers involved a feeling of µneglect¶ and µdifference,¶ 
which they perceived as obstacles to their visit to school.  
In a similar vein, the findings suggest that although most parents did not seem to have 
a direct contact with the teachers and school, many parents were equally aware of the 
LVVXHVSURFHVVHVDQGSUDFWLFHVWKDWVWUXFWXUHGWHDFKHUµDXWKRULW\¶LQWKHVFKRRO,QWKLV
regard, I found that parental habitus was adapted to the power structures within the 
school and therefore teacher authority was understood as unquestionable, and since it 
was very difficult to challenge, it was seen as a communication barrier for them with 
the school.  
7KH ILQGLQJVDOVR VXJJHVW WKDW WKH ODFNRI WHDFKHU µDFFRXQWDELOLW\¶ IRU WKHLU WHDFKLQJ
and performance in the school was the more important issue that seemed to have 
implications for parental communication with the school. In this regard, I found that 
not only the parents, but also some teachers and one principal were of the view that 
since the inspection and evaluation of the teachers and schools had limited 
functionality and significance, most teachers could get away with anything, which 
also resonates with the research evidence on school supervision in Pakistan (Ali 1998, 
2000). The lack of teacher accountability was therefore one of the important factors 
that some parents shared as an obstacle to their communication with school. 
9.1.8 Perceptions of the role of PTA in school 
,QH[SORULQJWHDFKHUV¶SHUFHSWLRQVDERXWWKHUROHRI37$LQVFKRROV,IRXQGWKDWWKH
majority of the teachers did not know much about the role that the PTA had in their 
schools, with some teachers even not knowing about their very existence. In regards 
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to parents, none of the parents had ever heard about the PTA in school or what it 
stood for, let alone taking part in one. The findings suggest that for most teachers 
there were issues around the role and effectiveness of the PTA in schools and of 
parental involvement in it (see Chapter Six, Section 6.4).  
In terms of policy provisions, my findings suggest that it was relatively recently in 
1991 that the Government of Pakistan made it mandatory for every school to have a 
PTA (see Chapter Six, Section 6.4.1). However, surprisingly I found that the issues 
around parent-teacher relations and the importance of the PTA in schools had been 
worked out in considerable detail in 1956 in a Conference on the objectives of 
secondary education in Pakistan (Khan 1956). However, most of the issues and 
constraints, which the Conference had pointed out, still seemed to resonate with the 
experiences of the teacher participants of my research and appeared practiced in the 
schools. This seems to suggest that little appeared to have changed in decades in the 
DJHQWV¶KDELWXV DV ZHOO DV LQ WKH VWUXFWXUHRI ILHOGG\QDPLFVRIERWK WKH VFKRRO DQG
society. It was probably because of these reasons and factors that for most teachers, 
PTAs in schools were either non-H[LVWHQWZHUHVHHQDVDµODEHO¶RUDWWKHPRVWZHUH
regarded as a spending body that spent a modest amount of funds on school 
maintenance.  
In addition to policy provisions, I also found that for many teachers there were issues 
around the structure and funds of the PTA in schools (see Chapter Six, Section 
6.4.2). About the structure and composition of the PTA, I found that many teachers 
held and shared with me conflicting perspectives. The findings suggest that some 
participants were amazed to express that officially teachers did not form members of 
the PTA. However, surprisingly, I established that whilst on the official documents 
teachers were not represented on the PTA, a number of empirical studies found that in 
many cases it was the teachers and their relations that dominated the PTAs in schools 
in Pakistan. In a similar vein, concerning the participation of women on a PTA, the 
OLWHUDWXUH VXJJHVWV WKDW WKH UHSUHVHQWDWLRQRIPRWKHUVRQ37$V LQ JLUOV¶ VFKRROVZDV
also an issue, since men and husbands of female teachers operated these associations.  
In regard to the issue of funds of the PTAs, I found that many respondents did not 
have much knowledge about the PTA funds, and the very few that had some 
knowledge, held varying perspectives. In this regard, the literature suggests that the 
lack of liaison between the various segments of the government machinery hampered 
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the delivery and monitoring mechanisms of the PTA funds. Additionally, the pilferage 
of funds at the various levels, especially at the end-user level, meant that the majority 
of the PTAs had no functional significance.  
In a similar vein, the findings also reveal that the majority of the teachers raised 
concerns about the functionality of the PTA in schools (see Chapter Six, Section 
6.4.3). I found that many teachers did not have much knowledge about the role and 
significance of the PTA in schools and some teachers were not even aware of their 
existence in schools. It was probably why the literature has identified a number of 
important factors and processes, which seemed to have worked both individually and 
reciprocally to render PTAs as ineffective, non-functional and of little influence in 
most schools (Khan 2003; Robson 2004; Shah 2003; Tim et al. 2005). 
However, it was evident from the findings, and there was strong empirical evidence in 
the literature that suggested that predominantly it was the teachers and the conditions 
that lay inside the schools due to which PTAs were not functional (see Chapter Six, 
Section 6.4.4). The findings from my study suggest that since the majority of the 
teachers had a collective understanding of the parents as a homogenised entity, most 
of them therefore were of the view that it was because of the parents that the PTAs 
were not functioning. In other worGVWKHWHDFKHUV¶KDELWXVDQGWKHILHOGG\QDPLFVRI
the schools appeared to have created and perpetuated a system of practices and 
conditions in which PTAs had only symbolic significance.  
9.2 Limitations of the study 
Reflecting back on the various stages of the study and the processes involved therein, 
in this section, I identify and discuss some limitations of the research. These 
limitations should not be seen as a lack of success of the study, rather the discussion 
of the various issues highlight the strategic decisions that I made during the course of 
the research, due to which I successfully and effectively completed the research study 
(see Chapters Four-Eight). These experiences therefore also formed an important 
part of my research skills that need to be seen in a positive light. In addition, the 
discussion of the limitations of the study will help researchers to avoid the various 
impediments whilst conducting further research on the various aspects of home-
school relations and parent-teacher interaction and communication in Pakistan or 
elsewhere in related contexts. The limitations I discuss pertain to sampling issues, 
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fieldwork processes, researcher intrusiveness, translation, transcription, analysis and 
interpretation of data, and researcher subjectivity and reflexivity issues.  
9.2.1 Sampling issues 
One of the impediments concerns sampling issues during the fieldwork. In this study, 
I adopted a qualitative methodology to explore parent-teacher relations in public 
secondary schools by recruiting a diverse sample of parents (both mothers and 
fathers) and teachers (both male and female) from urban and rural contexts. Whilst I 
GLGIDFHVRPHSUREOHPVLQWKHER\V¶DQGJLUOV¶VFKRROVUHFUXLWLQJWHDFKHUVDQGIDWKHUV
for the research, seeking informed consent of the mothers was the most difficult issue 
I encountered, reasons for which had strong cultural underpinnings (see Chapter 
Four). Due to this, few mothers volunteered for the research study. A female 
researcher subsequently interviewed the mothers. Due to time and resource 
constraints, I could not seek the consent of other mother-participants for this study, 
ZKLFKFRXOGEHVHHQDVDOLPLWDWLRQRIWKHVWXG\1HYHUWKHOHVVPRWKHUV¶GDWDZDVULFK
and diverse and resonated with and provided contrasting perspectives to that of the 
IDWKHUV¶ DQG WHDFKHUV¶ GDWD DQG WKHUHIRUH KDG GHSWK DQG µWKLFNQHVV¶ RI WKH FRQWH[W
under investigation. 
9.2.2 Fieldwork processes and issues 
In regard to the tools of data gathering, whilst I used semi-structured interviews and 
FGDs as the main research methods, the research would have benefitted more by 
employing in-depth (non)participant observation as a research tool spanning a longer 
duration of time. In this sense, specific instances of parent-teacher interaction and 
communication within the school context would have strengthened the study further 
and would have provided an added triangulation dimension to the research.  
9.2.3 Researcher intrusiveness 
$OWKRXJK , ZDV DQ µLQVLGHU¶ LQ WKH VHQVH RI EHLQJ D µQDWLYH¶ DQG KDG D WKRURXJK
understanding of the dynamics of social situations and transactions, at times I felt I 
ZDVSHUFHLYHGDVDQµRXWVLGHU¶ZLWKLQWKHYDULRXVVFKRROFRQWH[WV'XHWRWKLV , IHOW
VRPH LQWUXVLYHQHVV LQ WKH VFKRROV HVSHFLDOO\ LQ WKH JLUOV¶ VFKRROV DQG LQ VRPH
pDUWLFLSDQWV¶ SHUVRQDO DQG SURIHVVLRQDO OLYHV 7KLV PD\ KDYH VKDSHG DQG LQIOXHQFHG
some of the process and content of my research, which I tirelessly aimed to counter 
throughout the fieldwork. Whilst the physical intrusiveness of my presence was 
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completely HYLGHQW LQ WKHJLUOV¶ VFKRROV ,PDGHHYHU\HIIRUW WREOHQG LQ WKHYDULRXV
contexts, to maintain the naturalness of the respective environments and therefore to 
generate data that represented the contexts in earnest. This may not have been fully 
possible with some of the respondents because of my being perceived as having a 
middle-class status and my gender seemed to have been an issue for some 
participants, when I was interviewing female teachers.  
9.2.4 Issues around translation, transcription, analysis and interpretation of data 
One of the strengths of my research is that I employed qualitative research tools to 
capture the insights and perspectives of the participants by creating an informal 
conversational environment that relied heavily on the cultural context underpinned by 
the use of mainly Pashtu ODQJXDJH+RZHYHUZKLOVWWKHVHVWUDWHJLHVJHQHUDWHGµWKLFN
GHVFULSWLRQ¶ RI WKH UHVHDUFK FRQWH[WV WKHLU XVH PHDQW WKDW WKHUH ZHUH OLPLWDWLRQV DV
well, which involved issues like respondent validation, transcription and translation of 
data from Pashtu to English, the difficulty of transposing cultural nuances from the 
data and overcoming researcher subjectivity (see Chapter Four). To appreciate the 
fullness and richness of the research, an alternative format for this thesis (for instance 
in video format) would have provided a completely new dimension to the research. 
However, I endeavoured hard to present as accurate a description as possible of how 
and what the various participants shared as their perspectives, in order to generate a 
coherent and cogent picture of parent-teacher relations underpinned by their 
respective social and cultural contexts.  
9.2.5 Researcher subjectivity and reflexivity  
It is generally agreed that in qualitative research, the researcher is the instrument of 
data collection and interpretation (e.g. Lincoln & Guba 1985; Marshall & Rossman 
1995, 1999, 2006; Merriam 1988; Patton 2002; Stake 2010; Strauss & Corbin 1998). 
However, in conducting qualitative research the role of the researcher has been the 
subject of much debate and criticism, which centres on claims of subjectivity, bias 
and subjective interpretation of findings. Hence, being aware of these issues, 
throughout the research process, I endeavoured to maintain a reflective stance. I 
therefore strived to follow Bourdieu, whose theory of practice and sociological project 
underpins an invitation to reflexive sociology, stressing that the researcher should rise 
above the subjective-objective dichotomy and explore the dialectic of relations and 
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structures within social relations (Bourdieu 1977, 1989, 1990a, 1990b, 1993; 
Bourdieu & Passeron 1990; Bourdieu & Wacquant 1992). Therefore, throughout this 
research, my effort had been to maintain a balanced subjective-reflective stance in the 
interpretation and analysis of the findings in a manner that I may not overshadow the 
research with my own subjectivities. 
9.3 Implications of the findings  
Some of the expected outcomes, which follow, may sound too ambitious, and in 
reality they might be, but in fact are possible to achieve with some planning and 
GHYRWLRQ,QRWKHUZRUGVE\KDYLQJVRPHIOH[LELOLW\LQRQH¶VKDELWXVDQGE\DGDSWLQJ
the field structures of schools, we may see progressive, open and engaging practices 
between teachers and parents.  
I believe this research not only contributes towards the existing knowledge of home-
school relations but it also has policy implications. The major implication of this 
research is its potential to bring parents and teachers closer, which will make a 
difference to the quality and delivery of education for children, for which both the 
home and school are responsible and important natural partners.  
Based on the findings of the study, some implications of the research are as follows.  
x The findings of the research could be used by practitioners and policy makers 
for creating a positive healthy environment for interaction between the school 
and parents and the community in the existing socio-cultural scenario and 
infrastructural facilities in Pakistan. 
x Gaining the knowledge about and showing how teachers and parents interact 
with one another and with children and how these interaction patterns might 
LQIOXHQFH FKLOGUHQ¶V DWWDLQPHQW KDYH LPSRUWDQW SROLF\ DQG SUDFWLFH
implications at the macro and micro levels in Pakistan. 
x The findings could be used to empower parents and the community to 
engender participation in schools, which may help address a variety of 
SUREOHPV HJ VWXGHQWV¶ GURSSLQJ RXW FXUULFXOXP GHOLYHU\ VFKRRO
effectiveness, management) in education. 
x Since I have identified a number of barriers (pertaining to both teachers and 
parents) to parental involvement and engagement with school, the findings 
could educate the stakeholders to work towards removing the real 
impediments to parental involvement in schools.  
x By documenting and demonstrating the way interactions are structured 
amongst the teachers and parents, the research knowledge thus acquired could 
be used to educate parents and community members towards their positive 
involvement in schools and conversely to inform schools of the structural 
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impediments that would appear to be placed in the way of enhanced parental 
involvement in schools and education.  
x The research findings might lead to a general awareness amongst teachers, 
parents and community members to adopt flexible and more child-centred 
DSSURDFKHVWRZDUGVFKLOGUHQ¶VOHDUQLQJLQVFKRROVDQGWKHFRPPXQLW\ 
x An important implication and contribution of my research would be towards 
DGGLQJWRWHDFKHUV¶DZDUHQHVVRIFUHDWLQJDµFDULQJHQYLURQPHQW¶IRUVWXGHQWV
which gradually will lead to encouraging parents and community participation 
in the school life.  
x Besides the parents providing help to improve the physical aspects of school, 
ensuring parental involvement in school life could also help assist teachers in 
their academic work, if/when the field dynamics of the schools are sensitised 
towards these ends.  
Whilst these implications of the findings could be taken-up by individual schools, 
teachers and parents and also at the education department level, what is more 
important is that at the local and national level, these findings need to be incorporated 
in the policy and practice framework as mandatory components and aspects of school 
practices. In this regard, I suggest some recommendations. 
9.4 Recommendations 
Based on the research findings and discussion from the previous chapters, I suggest 
some recommendations, which have the potential for improving and strengthening 
cooperation and relationships between teachers and parents.  
One of the most frequently cited and mentioned issue and problem of most teachers 
pertained to the various constraints they claimed to face in the schools, due to which 
they argued they did not have any time to communicate effectively with the parents. 
As a first step for improving relations between teachers and parents, I recommend 
substantial investment in and improvement of physical infrastructure, material 
resources and related staff development. However, as many of the teachers and the 
principals were of the view, this needs to be followed up by a well thought out system 
of audit and evaluation that is maintained and sustained by rigorous checks and 
balances for which every individual is held responsible and accountable.  
Keeping the above points in mind, what this research clearly demonstrates is a need 
for adapting and sensitising the teacher habitus and the cultures of schools, as material 
provisions and physical facilities mean nothing unless driven and deployed by well-
intended teachers and principals. This means that in order for the schools to have open 
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and welcoming environments and culture, there is a need to provide effective and 
sustained training to the teachers and principals in interpersonal relations with both 
parents and community members. In this regard, in teacher training programmes, the 
significance and importance of home-school relations and parent-teacher cooperation 
and contact should form a mandatory component of the curriculum and syllabus of the 
training programmes at the primary and secondary levels.  
In addition, the role of the principal emerged as one of the important and significant 
aspects of the research. The principal has the potential for creating effective links 
between the school and parents and on creating a culture of accommodating parents in 
school, which ultimately has implications for school effectiveness. In this regard, I 
suggest some recommendations. Firstly, in the existing socio-cultural landscape and 
politics, the principal needs to be given more powers and resources to run schools 
effectively, although with sufficient accountability (see Chapter Five). This may 
include the powers of hiring and firing teachers, which may eliminate the political and 
class leverage some or many teachers might be using for not teaching properly and 
not communicating with parents. Secondly, the principal as a head has the more 
important role in informing parents and communicating and interacting with them in 
the school and as their first point of contact. Principals therefore need to be provided 
with effective training and strategies for not only communicating with and inviting 
parents to the school but also educating and working with parents on how effectively 
they could help their children at home (given their capacities and education), and for 
closely associating with their children in the prevailing culture and related practices. 
Thirdly, being the head of school and commanding cultural respect from both teachers 
and parents, a principal has the potential to invigorate and mobilise links with the 
community. Contact with the community seems to be one of the important areas 
through which not only parental involvement in the school could be ensured, but also 
through reorganisation of the PTA, a number of self-help programmes and provisions 
could be initiated, which could transform schools into community centres. In this 
manner, a positive healthy environment for interaction between the school and the 
community can be created within the existing socio-cultural setup and infrastructural 
facilities. 
As discussed in the previous chapters on parents, although most parents had an 
effective understanding of the various aspects of communication with teachers and the 
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school, for most parents there appeared huge power implications in communication 
with teachers. In this regard, the recommendation is that parent and community 
awareness programmes be conducted at the school level with an aim to provide in-
depth understanding into the various aspects of parent-teacher relations in school and 
parent relations with their children at home. This could not only lead to empowering 
parents and the community but will also engender their participation in schools, which 
PD\ KHOS DGGUHVV D YDULHW\ RI SUREOHPV HJ VWXGHQWV¶ GURSSLQJ RXW FXUULFXOXP
delivery, school effectiveness, and management). 
There are some recommendations concerning barriers to parent-teacher relations and 
parent participation in school. Of all the barriers noted by teachers as obstacles to 
parental involvement in school, what appeared evident was that the structural and 
IXQFWLRQDOEDUULHUVWKDWVHHPHGWRKDYHEHHQVWURQJO\URRWHGLQWKHWHDFKHUV¶KDELWXV
and the field dynamics of schools, were the most cited and pervasive barriers. In this 
regard, firstly, teacher workload needs to be reduced and provision of average class 
size be ensured by providing for physical facilities and resources and related human 
resources. Secondly, effective in-service training programmes need to be organised 
that provide training, awareness and education to teachers about the worth and 
SRWHQWLDO RI SDUHQWV DQG RI WKHLU VLJQLILFDQFH DQG LPSRUWDQFH LQ WKH FKLOGUHQ¶V
personal, social and academic development. Thirdly, whilst most teachers 
KRPRJHQLVHG SDUHQWV DV XQLQWHUHVWHG LQ WKHLU FKLOGUHQ¶V HGXFDWLRQ WHDFKHUV¶
awareness and trDLQLQJFRXOGKHOSUHPRYHWKHµFXOWXUHRIVHSDUDWLRQ¶DVDEDUULHUWKDW
existed between teachers and parents within the schools. Fourthly, following on from 
WKHDERYHSRLQWVDJUDGXDODQGVXVWDLQHGVKLIWLQVFKRROVWRZDUGVJLYLQJµLPSRUWDQFH¶
to parents anG µOLVWHQLQJ¶ WR WKHP FRXOG EH LQFRUSRUDWHG LQWR WKH FXOWXUH RI VFKRROV
(see Chapters Five and Eight).  
:LWK UHJDUGVSDUHQWVZKLOVWPRVW FLWHG WKHLU µXQDZDUHQHVV¶ DQG WKHLUSUHRFFXSDWLRQ
with their job as barriers to visiting school, most of them were more than willing to 
visit school provided they were invited by the school. In this regard, whilst attitude, 
authority and accountability of the teacher were the major concerns for some parents, 
it is recommended that parental contact with teachers and principal needs to be made 
a mandatory component of the curriculum and school structures that is based on 
VKDULQJPXWXDOLQIRUPDWLRQDERXWWKHFKLOGUHQ¶VSURJUHVVDQGGHYHORSPHQWDFDGHPLF
or otherwise. Contact needs to be initiated by the school because schools and teachers 
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have a responsibility towards parents about their children and are professionally more 
DWWXQHGWRWKHYDULRXVDVSHFWVRIFKLOGUHQ¶VOHDUQLQJ 
9.5 Originality of research and contribution to knowledge 
In this section, my aim is to discuss and justify the originality of my research and its 
contribution to the existing body of knowledge and literature in the field of home-
school relations generally, and to parent-teacher relations at the secondary school 
OHYHO SDUWLFXODUO\ 7KH µRULJLQDOLW\¶ RI UHVHDUFK DQG µVLJQLILFDQW FRQWULEXWLRQ WR
NQRZOHGJH¶DUHWKHZLGHO\DJUHHGDQGHVVHQWLDOFULWHULDDQGUHTXLUHPHQWVXSRQZKLFK
the quality and credibility of a PhD research is assessed (Blaxter et al. 2006; Cryer 
2006; Dunleavy 2003; Lee 2009; Phillips & Pugh 2005; Potter 2006; Trafford & 
Leshem 2008).  
Concerning originality, most writers agree that originality in research need not be a 
major breakthrough or a groundbreaking development of theory (Lee 2009). 
However, on offer is a broad range of definitions and criteria through which 
researchers can demonstrate the originality of their research (e.g., Birley & Moreland 
1998; Cryer 2006; Potter 2006; Phillips & Pugh 2005; Trafford & Leshem 2008). 
What appears evident from these criteria is that the claims for originality of research 
broadly underpin demonstrating the effective and unique use of one or some aspects 
RI RQH¶V UHVHDUFK SHUWDLQLQJ WR WKHRU\ PHWKRGRORJ\ PHWKRGV WRROV DQG GDWD DQG
interpretation and analysis of findings. To demonstrate the originality of my research, 
,IROORZDQGGLVFXVVEULHIO\&U\HU¶V-97) suggested criteria.  
My research has been unique and original in the way I have used the tools, techniques 
and procedures in the fieldwork. I employed qualitative research tools that 
incorporated semi-structured interviews and FGDs, which seemed to have been new, 
untested and unknown ways of gathering data from the research participants in the 
study area. This proved to be the major strength of my research as the respondents 
spoke freely and shared informally their perceptions and experiences about the topic 
under study, therefore justifying my claims for originality. 
I would also like to reiterate that to the best of my knowledge the research that I have 
conducted has not been explored before at such depth and level specifically in the 
context of parent-teacher relations in Pakistan. Therefore, in this sense, the mere 
exploration of the topic makes my work original. In addition, whilst my research 
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questions guided the framework for interviews and FGDs and the fieldwork, I clearly 
had an open mind for exploring the unanticipated. For instance, one of the powerful 
unanticipated aspects of my fieldwork and data pertained to parental habitus and their 
background factors and aspects of norms, values, cultures and structures that seemed 
to have structured much of their practices within their various fields. In this sense, it 
was fascinating to explore and discuss parental views and experiences in the light of 
the theoretical underpinnings and to SUHVHQWD µVWRU\¶ WKDWFKDUWV WKHLU WUDMHFWRULHVRI
life and practices.  
In a similar vein, as the chapters on parents and teachers demonstrate, I have 
endeavoured to analyse, interpret and present the data in a manner that is as 
trustworthy as possible, in my representation of the context and practices of the 
participants, which were shown to have been thoroughly grounded in theoretical 
bases. This indicated my potential for the use of data in original ways. Moreover, by 
deploying the concepts of habitus, capital and field as theoretical tools, I have 
DWWHPSWHGWRPDNHDVWURQJDUJXPHQWIRUWKH³RULJLQDOLW\LQWUDQVIHURIPRGHRUSODFH
RIXVH´ &U\HU:KDW ,PHDQE\ WKLV LV WKDW ,KDYHGHPRQVWUDWHG WKURXJK
empirical evidence the presence and use of the concepts that the various participants 
deployed and incorporated in their day-to-day activities and practices.  
Overall, reflecting back on the entire research process and practice, I have not only 
EHHQ ³DEOH WR WHDVH RXW VRPHWKLQJ ZRUWKZKLOH IURP Dn academic or scholarly 
VWDQGSRLQW´ &U\HU  EXW LW KDV DOVR SURYHG WR EH D QRYHO DQG RULJLQDO
experience that informed and structured my habitus as a researcher. In addition, whilst 
my thesis has the potential of being published as a book, there is also a potential to 
generate several journal articles for publication in peer-reviewed journals.  
Many of the aspects of originality discussed above also overlap with and contribute 
towards the claims for a significant contribution to knowledge. In this regard, Finn 
(2005:14) suggests that what constitutes a contribution to knowledge could include 
DVSHFWVRIRQH¶VUHVHDUFKWKDWGLVFXVVHV³WKHQDWXUHRIWKHUHVHDUFKTXHVWLRQthe use of 
an effective research methodology and evidence of critical evaluation´ 
Throughout my research, I have endeavoured to answer the overarching question of 
³how do parents and teachers interact and communicate in secondary schools in 
Pakistan"´ In order to do this, the proposed theoretical framework provided a strong 
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conceptuDO DQG DQDO\WLFDO EDVLV ZKLFK VHHPHG WR KDYH FRQWULEXWHG WRZDUGV ³DQ
DGYDQFHPHQWLQXQGHUVWDQGLQJ´)LQQRIWKHFRPSOH[LWLHVDQGVWUXFWXUHVRI
parent-teacher relations in Peshawar. Through the interplay between my research 
questions and the theoretical tools (see Chapters One and Three), I was able to 
explicate the relationship between variables and facts that seemed to have structured 
parent-teacher interaction and communication. In this manner, my study went beyond 
the descriptive level and operated at a deeper level and sough explanations, tested 
SUHGLFDWLRQV DQG DLPHG ³WR H[WHQG XQGHUVWDQGLQJ DW WKH IRUHIURQW RI WKH GLVFLSOLQH´
(Finn 2005:15).   
To contribute to the existing body of knowledge, an effective and appropriate research 
methodology was one of the crucial requirements, LQYROYLQJ³D WKRURXJK UHIOHFWLRQ
LGHQWLILFDWLRQDQGMXVWLILFDWLRQRIWKHFKRLFHRIUHVHDUFKPHWKRGV´)LQQVHH
Chapter Four). Since my study was driven by a qualitative research methodology, 
the choice of the research tools was not only based on the research questions and 
theoretical framework, but also most importantly on the characteristics of the field or 
context and on the variation and diversity of the research participants. Therefore, with 
an effective qualitative methodology at its core, driven by a careful and judicious 
selection of qualitative research tools, I strived hard to garner such quality data that 
represented the practices and contexts of parent-teacher relations in earnest.  
Finally, alongside WKH DERYH ³HYLGHQFH RI FULWLFDO HYDOXDWLRQ´ )LQQ  KDV
been identified as a component through which one ensures and justifies their claims 
for contribution to knowledge. As has also been identified above, throughout the 
thesis I have tried to maintain a critical-reflective stance that also permeated the 
individual chapters. In the introduction chapter, I introduced the thesis and research 
questions, it also provided a sound and intellectually challenging backdrop to the 
entire thesis. In the literature review chapter, I critically evaluated and mapped the 
research terrain not only to locate and position my topic along an array of diverse and 
disparate literatures concerning home-school and parent-teacher relations but also to 
identify the gaps that existed that I wanted to fill through my research in the context 
of Pakistan. In the theoretical framework chapter, I discussed, justified and critically 
analysed the concepts of habitus, field and capital to locate, position and make a case 
for how these conceptual and analytical tools provide a best fit for the research topic 
and context under study. In the methodology and methods chapter, I was then able to 
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design a road map and therefore justified the ways and means of how best I might be 
able to connect the theoretical and conceptual aspects of the research with the more 
practical and pragmatic issues of real life for parents and teachers and their relations. 
In this manner, throughout the findings chapters, I endeavoured to ensure that the 
participantV¶ SHUVSHFWLYHV DUH presented through a critical-reflective stance that has 
taken into account the theoretical, methodological and practical aspects of the 
research. I have demonstrated in this thesis that whilst the relations between parents 
and teachers were poles apart and most teachers and most parents were of the view 
that they did not interact and communicate with one another, I have critically and 
empirically determined that a number of issues contributed to structuring their 
practices within their respective contexts.  This establishes a significant contribution 
to knowledge in the area of parent-teacher relations at the secondary school level.  
9.6 Suggestions for further research 
My research has demonstrated that there is a huge potential for further research on a 
number of issues and aspects discussed throughout this thesis. At a more general and 
broader level, further research could be undertaken into some important areas that 
have strong cultural dimensions. These include the influence of family and parental 
characteristics on parental interaction with children and their relations with teachers 
DQGVFKRROWKHLQWHUSOD\EHWZHHQSDUHQWLQJVW\OHVDQGFKLOGUHQ¶VOHDUQLQJDWKRPHDQG
parental views on links with school; perceptions of barriers to parent-teacher 
interaction and involvement; and the influence of parental values on their relations 
with teachers and school. For further research, of particular importance would be a 
greater understanding of the influences of both rural and urban cultures upon parental 
attitudes and involvement in secondary schools. 
In schools, further research can be conducted on the interaction patterns of individual 
teachers with parents of various social classes and into the varieties and dimensions of 
how their relations are structured and enacted within the school cultures. Also 
important for further research is teacher-pupil communication patterns, which 
specifically focus on the culture and field dynamics of how teachers talk to, make use 
of the language and deploy their bodily habitus to ask their pupils to communicate 
their messages to parents.  
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In addition, the need for having an in-depth understanding of the cultural dimensions 
and issues concerning gender disparities for girls about parent-teacher relations and 
their influences about the girl child needs to be given more importance. In this regard, 
various cultural constraints and issues that girl students face within their schools and 
that pertaining to issues around home and social contexts are important areas for 
further research.  
Further research can be undertaken into the role of institutional habitus in influencing 
and structuring parent-teacher relations. In this regard, questions that could be of 
significance include: What constitutes institutional habitus in schools? How it is 
structured, enacted and perpetuated within the dominant socio-cultural environment? 
:KDWFRQVWLWXWHµVHSDUDWHVSKHUHVRILQIOXHQFH¶EHWZHHQVFKRROVDQGSDUHQWV" 
Concerning institutional habitus, the role of the principal emerged as an important 
determinant that had the potential for making or marring the relations with parents 
and related organisational and managerial issues at school. Further research 
specifically looking into the roles, responsibilities and distinguishing features of 
different principals through which they manage their schools and structure relations 
with parents will provide important insights into how given the existing socio-cultural 
environment different principals manage their schools and connect with parents. 
Examples of best practices of school-home relations developed and managed by 
successful principals could then be widely shared at the local and national level. 
Moreover, power relations between parents and teachers emerged as one of the 
important aspects governing and influencing their interaction, communication and 
relations, and their perceptions about these. What appeared more evident was that 
power dynamics was inherently determined and influenced by the social class, status 
and related dimensions of the stakeholders. In this regard, further research could be 
undertaken into the various aspects of parent-teacher transactions involving the issues 
of power, class and culture. Specific importance needs to be given to how the 
influence of status and class influences parental perceptions about the role of power 
with schools and teachers.  
Concerning parents, more research into the role of culture, norms and values as 
structuring parental habitus and practices will throw more light on how different 
parents enact their relations with their children and perceive their relations with 
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teachers and schools. In addition, the cultural field dynamics and its influence on 
parental habitus and practices appeared important determinant of conditioning parents 
collectively and structuring their practices accordingly. In this regard, further research 
into the specifics of how culture influences parental interaction patterns would add to 
the knowledge of issues that impinge upon parental habitus and practices. 
9.7 Reflections 
Having reached this point, I reflect back on the entire research process and see the 
phenomenal experience I have had that has truly changed and shaped my own habitus 
as a person and as a researcher. I began this study with some assumptions and 
questions to set off on a research voyage that was hard, unpredictably difficult and 
challenging that often led to uncharted territories, yet the entire process was 
exhilarating and rewarding. I began my research with literally nothing. However, I am 
confident that I have produced a thesis that has an important place in the current 
national and international geo-political context and debate.  
In this thesis, I have endeavoured to deconstruct and present how parent-teacher 
relations are structured and enacted in secondary schools in Pakistan by adopting a 
sociological stance that incorporated capital, habitus, and field as conceptual and 
analytical tools. The aim of the thesis therefore was to interpret and understand the 
complexities and dynamics of communication and interaction between parents and 
teachers and within their respective spheres of life. Therefore, I have attempted to 
chart the sociological journeys of the different stakeholders and participants that they 
contributed by sharing a slice of their time that represented their habitus and related 
dynamics. This led to a reconstruction of how the respective participants viewed 
themselves concerning their relations with each other and fitted in the dynamics of 
home-school relations. In this sense, whilst the thesis provides a strong cultural 
representation of parent-teacher relations, I have demonstrated with empirical 
evidence how parents and teachers appropriate and make sense of the various 
practices and relations that involve the way they deploy their respective habitus in 
their respective field(s) to construct and give meaning to their actions and practices. 
Thus, each one of the participants constructed their own version of reality that was 
meaningful, justifiable and hence valid according to their standards. 
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Whilst I acknowledge that, I had an important role in constructing and mapping a 
VRFLRORJLFDO µVWRU\¶ ZLWK DQ DQWKURSRORJLFDO IODYRXU WKDW WKH YDULRXV SDUWLFLSDQWV
contributed, throughout the various stages of the research and the writing up stage, I 
adopted a reflective stance. This meant that whilst total objectivity in interpretation 
and analysis was something idealistic and hence not possible, I have made every 
effort to critique and constantly question my own habitus and the underlying 
understanding and presuppositions of the dynamics of the various field(s) from the 
perspectives of the participants. Thus, I was continuously engaged in the process of 
meaning making, of how and what the different participants shared about their 
relations and practices about teachers and parents.  
I have made a humble effort to present a sociological portrait of parent-teacher 
relations in Pakistan. I have shown that this was dominantly structured and 
conditioned not only by the respective habitus, capital and field dynamics of the 
agents individually and reciprocally, but the culture and in some ways the 
interpretation of religion seemed to have played a dominant role towards informing 
and structuring the practices of the parents and teachers. As such, the reader of the 
thesis will be positioning their habitus and background, and related conceptual and 
analytical tools to interpret and more specifically to construct a meaning of their own. 
In this sense, it is true to say that reality is dynamic and subjective and for different 
readers the thesis may have multiple realities. 
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Appendix B: Participant consent form 
 
Project title  Modes of interaction between parents and teachers in public secondary 
schools in Pakistan: a socio-cultural investigation of home-school 
relations 
 
5HVHDUFKHU¶VQDPHSyed Munir Ahmad  
 
6XSHUYLVRU¶VQDPHDr Peter Gates 
 
x I have read the Participant Information Sheet and the nature and purpose of the 
research project has been explained to me. I understand and agree to take part. 
 
x I understand the purpose of the research project and my involvement in it. 
 
x I understand that I may withdraw from the research project at any stage and that 
this will not affect my status now or in the future. 
 
x I understand that while information gained during the study may be published, I 
will not be identified and my personal results will remain confidential.  
 
x I understand that I will be audio-taped/photographed during the interview.  
 
x I understand that data will be stored electronically and in hard copies and the 
researcher and his supervisor will have access to them. 
 
x I understand that I may contact the researcher or supervisor if I require further 
information about the research, and that I may contact the Research Ethics 
Coordinator of the School of Education, University of Nottingham, if I wish to 
make a complaint relating to my involvement in the research. 
 
 
Signed«««««««««««««««««. (Research participant) 
 
 
Print name ««««««««««««««.  Date ««««««««««««« 
 
 
Contact details 
 
Researcher:  Syed Munir Ahmad, PhD student, School of Education, University of 
Nottingham, Wollaton Road, Nottingham NG8 1BB UK. 
 
Supervisor: Dr Peter Gates, School of Education, University of Notitngham, 
Wollaton Road, Nottingham NG8 1BB UK. 
 
School of Education Research Ethics Coordinator: andrew.hobson@nottingham.ac.uk 
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Appendix C: Information sheet to participants 
Information sheet: 
Dear participant: 
I am interested in exploring the way parents and teachers interact with each other. I 
am also interested in knowing what role do children play in relation to their 
interaction with teachers and parents. Furthermore, my particular interest is in finding 
out what activities are performed by teachers and parents in school and home in 
regard to their relations with children. 
For the above, I require your help to participate in interview and discussion. I also 
request to observe some activities, and setting in home and school. The information 
thus gained would help in understanding those issues and factors, which affect 
relations of home and school.  
The information provided in audio and written formats would be kept in complete 
confidentiality and all the names would be kept anonymous. All this is to ensure 
complete secrecy of the data. Transcripts and audiotapes would later be disposed off.   
 
 
 
Syed Munir Ahmad  
Researcher 
                                                 

 Note: This information sheet was translated to and verbally communicated in 
Pashtu/Urdu language. 
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Appendix D: Semi-structured interview schedule for parents 
About you 
x Qualification 
x Job/work 
x Children 
About your home 
x Work and home commitments 
x Issues faced in regard to children 
x Perceptions of the purpose of educating children 
x Understanding of interaction with school/teachers 
x Nature/pattern of relations with children 
About you and your children 
x Patterns of interaction with children 
x Type of activities children do at home 
x Responsibilities delegated to children 
x Inquiries about school activities 
x Ways of resolving school related problems of children  
Perceptions about School  
x Visit to school 
x Perceptions of quality of education in school 
x Perception of and knowledge about the impact of material resources/physical 
provisions on children 
x Awareness of rules and procedures of School  
x Barriers from school 
x Interaction with principal 
Interaction/communication with teachers 
x 3XUSRVHRIYLVLWLQJFKLOG¶VVFKRROFODVV 
x Comfortable communication with teachers 
x Power relations with teachers 
x How many teachers known 
x Perceptions about interaction within classroom amongst teacher and students 
x Knowledge of PTA 
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Appendix E: Themes for FGD of parents 
About parents/home 
x Nature/pattern of interaction with children: personal, social, academic, others 
x Issues of home 
x Issues of job/finances 
x Perceptions of education 
x Perceptions about teachers/school 
x Issues of access of children to school 
x Perception of sharing the responsibility of education with teachers 
x Perception of social construction of interaction with school 
Perceptions about school 
x Knowledge of the structure and function of school system and perceptions of 
quality of education provided to children 
x Awareness of rules and procedures of School  
x Perception about parental rights and responsibilities 
x Communication channels 
x Barriers from school 
Interaction with teachers 
x Issues of access 
x Perception/experience of power dynamics 
x Perceptions of barriers  
x Perception of social construction of interaction 
x Understanding of rules and procedures  
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Appendix F: Semi-structured interview schedule for teachers 
1. About you 
x Qualification 
x Classes you teach 
x Experience 
x Other interests 
x Any other preoccupation (including job) 
2. Interaction in class 
x Your approaches in class in addition to teaching styles 
x Students: how they approach and respond in varying situations 
x Communication problems with students 
x Effect of class size (number/strength) on your performance 
3. Interaction in school 
x Other commitments in school? 
x Factors affecting performance in school 
x Discussion about parents and their issues discussed formally or informally 
with colleagues and 
x Ways and means of helping one another (amongst colleagues) 
x Reinforcement (positive or negative) from colleagues for various efforts and 
initiatives 
x Any role of parents in co-curricular activities of their children in school 
x In-service training programmes for personal professional development or for 
parental involvement strategies organised by Education Deptt. or NGOs etc. 
x Effect of parental educational background on interaction of students in 
school/classrooms 
x Ways of interaction of students with teachers in the present social and cultural 
environment. 
4. Interaction of/with parents 
x Categories of parents (their SES) and related background 
x When do parents visit you? 
x In your opinion, what factors are responsible for parents sending their children 
to school. 
x Which aspects of their children parents are interested to enquire? 
x How do parenWVLQIRUPWKHPVHOYHVRIWKHLUFKLOG¶VSHUIRUPDQFHLQWKHVFKRRO" 
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x Your views about parental perception of sharing responsibility of education 
and learning. 
x Your views on the parents understanding of the image of the teachers/school. 
x Your views on power dynamics between various parents visiting and 
interacting with you. 
x What factors do you consider as potential barriersr for parental visit to or 
engagement with school? 
5. Effect/Interaction of school administration & Education Department officials 
x 3ULQFLSDO¶V role in school 
x Nature of annual inspections and their effects on the performance of teachers, 
students and parents 
x Your views about the school culture/environment and the effect of outside 
(social and cultural) influence inside school.  
x Your views about the role of EDO, ADO etc. on the quality of education 
x Your opinion/views about PTA, its management and functionality in the 
school. 
6. Any other item not asked or worth mentioning here regarding this study 
x  
x  
x  
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Appendix G: Themes for FGD of teachers 
1. Interaction with parents on  
x Student progress  
x Student behaviour 
x Social interaction 
x Others, discuss  all 
2. Interaction of students 
3. Interaction in/issues in school 
x Colleagues 
x Administration 
x Barriers 
x School environment 
x Classroom congestion 
x Teaching load 
x Social status issues 
4. Role of PTA 
5. Role of principal 
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Appendix H: Demographic information of parent-respondents 
Name Age Education Children Occupation Experience 
Mr. MG. 
(RBS) 
50 years Nil, except some 
Quranic education 
±can write his 
name 
6 children±4 sons 
& 2 daughters  
Carpet Fitter 10 years in 
Dubai  
For the last 
around 7 years 
in a shop at 
Peshawar.  
Mr. LK (RBS) Around 
45 years 
Upto grade 2 6 children-2 sons 
& 4 daughters 
Manual 
Labourer (daily 
wages) 
For the last 30 
years 
Mr. SA (RBS) Around 
45-50 
years 
Nil 8 children-2 sons 
& 6 daughters 
Street Food 
vendor 
15 years 
Mr. MJ 
(guardian/ 
brother) (RBS) 
29 years Grade 2 Siblings-4 
brothers & 1 sister 
Mason 15 years 
Mr. SK (UBS) 55-60 
years 
Nil 8 children-4 sons 
& 4 daughters 
Workshop 
owner  
30 years 
Mr. AtU 
(UBS) 
45 years Primary/middle 2 wives, 7 
children- 6 sons & 
1 daughter 
Book binder 20 years 
Mr. AmU 
(UBS) 
around 
50 years 
Middle (upto 
Grade 8) 
2 wives, 6 
children-3 sons & 
3 daughters 
Taxi Driver 
 
3 years, before 
this had 
established 
business 
Mr. MZ (UBS) 38 years Primary (grade 5) 8 children, 5 sons 
and 3 daughters 
Naib Qasid -
Bearer 
 
15 years 
Mr. SA (UBS) around 
50 years 
Higher Secondary 8 children, 5 sons 
& 3 daughters 
Laboratory 
Technician & 
pharmacy 
business 
20 years 
Ms. BB (UGS) 45 years Nil, except some 
Quranic education 
1 adopted 
daughter 
Housewife 
(Husband 
driver)  
 
Ms. HB (UGS) 46 years Nil, except some 
Quranic education 
5 children, 2 sons 
& 3 daughters 
Housewife 
(Husband 
carpenter) 
 
Ms. BF (UGS) 48 years Nil, except some 
Quranic education 
6 children, 3 sons 
& 3 daughters 
House wife 
(husband 
Lawyer) 
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Appendix I: RBS-various registers (students/teachers/progress/movement) 
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Appendix J: Letter template for communication with parents 
 
 
Government High School 
Rural Bo\V¶6FKRRO 
Date:____________________ 
Ref. No:__________________ 
 
Dear Sir __________________________ 
 
I hope you are doing well. 
 
Your son Master ____________________________________________________ 
Class _____________________ Section______________ Roll No.____________ 
1. Has been absent for many days 2. Frequently remains absent 
3. Daily comes late to school 4. Frequently remains absent from 
periods 
5. Does not do his homework regularly 6. Does not come in school uniform 
7. Does not take care of proper 
cleanliness altogether 
8. Does not follow the rules and 
regulations of the school 
9. Is weak in his academic work  
10. ___________________________ 11. ___________________________ 
12. ___________________________ 13. ___________________________ 
 
In this regard, it is requested that on ______________________ you visit the school. 
Only wLWK \RXUKHOS DQGFRRSHUDWLRQ \RXU FKLOG¶V IXWXUH FDQEHEULJKW , KRSH WKDW
you will cooperate with us in this regard. 
 
Principal 
RBS 
 
